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Uvodnik
Editorial

The firstissue of Historia scholastica presents eleven studies and three
texts in the Varia section. For the most part, these are texts that deal
with the topic of social care, help and welfare of the child, the pupil,
and not only in times of need and hope. These topics were addressed
within the framework of a similarly focused project and conference
in 2023, which was organised by the National Pedagogical Museum
and Library of J. A. Comenius in Prague with Czech and foreign uni-
versities as a partners. It was a year marked by the war in Ukraine and
many ideas at that time therefore did not resist “actualisation” of his-
torical themes with the impact of the war on the population and chil-
dren in Eastern Europe. The project and conference main topic sum-
marised this in many ways at the time: “Distress, poverty, crisis (not
only the current energy crisis), war, epidemics, but also aid, solidari-
ty, hope, and support — these concepts have dominated the broader
sociopolitical, cultural, historical, and pedagogical discourse of the
last two years. The crises arising from the coronavirus pandemic and
the war in Ukraine have swiftly and radically tested our confidence
in the success and stability of European integration, in our ability to
listen to one another and to recognize and overcome our many signi-
ficant economic, cultural, and historical differences. Almost overnight,
we have been shown just how fragile stability and peace are, how vul-
nerable democracy is, and how important it is in the 21st century to
protect and promote values such as openness, humanity, compassion,
and a sense of belonging.”

Specifically, the participants of the conference and the project topic
aimed to analyse several perspectives on the topic of child care: “The
conference and project asked what educational, legislative, and insti-
tutional means actors (individuals and groups, i.e. educators, teachers,
social educators, doctors, psychologists, parents, churches, national
and professional associations, and civic groups and institutions of the
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modern state) have used to read, respond to, and confront the hard-
ships of war, illness, and epidemics as well as the impact of social, eco-
nomic, cultural, and environmental crises and migration processes
that threaten the psychological, physical, social, and moral health of
children and youths and society as a whole. The project and confer-
ence aimed to highlight the ideological, religious, political, and cul-
tural influences that have determined discourse and efforts to safe-
guard the physical and mental health of the child and provide child
care regardless of whether they have been based on scientific, reli-
gious, political, or ideological grounds and have viewed the matter in
terms of the development of special educational institutions and the
advancement of inclusive pedagogical interests. Within the confer-
ence and the research topic, we specifically aimed to:

1. Analyse and reconstruct the impact of religious, political, eco-
nomic, social, and cultural crises, war, and epidemics on educational
concepts, methods, and the functioning of schools and other institu-
tions of education from the Middle Ages to contemporary globalized
societies.

2. Discuss in greater depth how the processes of gradual moder-
nization, rationalization, industrialization, and scientific and techno-
logical development and the pursuit of civic emancipation (including
gender, social, and religious equality) and globalization have shaped
efforts to protect the mental, physical, social, and moral health of chil-
dren and youths (social health) and helped to overcome physical, men-
tal, and social handicaps in children in both special education and
inclusive institutions. By what means do society and the actors them-
selves (educators, children, youths, parents) cope with the barriers
and challenges posed by the external environment and/or their own
physical, psychological, and social handicaps? How can resilience be
strengthened in the face of handicaps and crises?

3. What theories, educational concepts, and instruments, me-
thods, and institutions have guided specific activities and efforts
devoted to child health and child care regardless of whether such dis-
cussions were conducted under the heading of divine wisdom and
transcendent perfection, national revival, universal humanity, social
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reform, social revolution, science, progress, technology, freedom, mod-
ern ideologies, racial doctrines, or populist programs?

4. Analyse the goals and the means (programs, methods) by which
religious (various denominations) and secular (especially the mod-
ern state, but also associations, professional societies, etc.) institu-
tions have advocated for the care and physical, psychological, moral,
and social health of children and youths. What goals were formulated
and what practices were pursued in this area within the traditional fa-
mily (of different social status) and in traditional communities of the
19th century and first half of the 20th century?

5. Analyse how modern educational science (both empirical and
philosophical) and the psychology, sociology, medicine, hygiene, psy-
chotechnics, ethics, philosophy, and anthropology of the 19th and
20th centuries advocated for the task of protecting children and youths
and, consequently, society. What role did revolutionary utopian and
social reformist efforts play in this field?

6. Analyse and reconstruct how ideologies and totalitarian socie-
ties of the 20th century used and misused the concepts of child health
and child care to promote their own ideological and sociopolitical
goals for totalitarian society and how (under the guise of helping and
humanizing education) educational and training goals and activities
were often dehumanized.

7. Highlight personal stories of religious figures, teachers, educators,
social workers, and doctors who worked to save the lives of children
and their health even in very difficult conditions presenting a threat
to life and the values of democratic panhuman coexistence.

The articles published in the first issue of Historia scholastica in 2024
respond to just a few of the many areas that were presented at the con-
ference and analysed as a part of the project theme.

These texts in the first issue of Historia scholastica in 2024 intro-
duce the reader, alongside specific perspectives on the care of the child,
to a more general reflection on the relationship between child and
educator, on the possibilities of leading, supporting, developing and
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giving help to the child (Skiera; Isensee & Topper). Several texts reflect
on the care and education of the child not only in times of need but
also in times of unfreedom (Engelmann; Su3njara; Exalto; Kudld¢ovd
& Gubricové; Rakoczy). Not only the specificity in educational prac-
tice determined by unfreedom is pointed here, but also the thought
and ethical processes in educational thinking in times of socio-poli-
tical repression or war conflicts are analysed. Also, two texts written
in Czech analyse the topic of the child’s care and education — in the
social sphere in the question of educational institutions (Sustov4) and
in the topic of care for the handicapped child in the 19th and 20th cen-
turies (the development of the use of sign language for deaf-mute chil-
dren — Okrouhlikov4).

The second part of the texts in this issue is not connected with
the project and conference theme. Even so, these articles are interest-
ing. The world of Jesuit education (questions of education and care of
the pupil in the Jesuit order in today’s Hungary) opens with a text by
M. Rébay. The other texts in Czech and Slovak analyse the problems
of democratisation of education on three different cases — the transfor-
mation of civic education in the curriculum area of interwar Czechoslo-
vakia (Bubenik), the development of girls’ education in modern so-
ciety (Durkovska & Helddkov4d), or the issues of teacher education in
Finland from the perspective of policy borrowing and policy lending
(Badov4 & Kasperovd).

We are also pleased to publish the report of J. Exalto on the award
of the work of M. Pdnkov4d in the development of Commeniology and
the long-term direction of the National Pedagogical Museum and Lib-
rary of J. A. Comenius in Prague as an important institution of pedago-
gical memory.

We hope that the first issue of Historia scholastica in 2024 will bring
readers to interesting reflections and suggestions for their own aca-
demic work.

Tomas Kasper
Markéta Pankova
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Abstract  Valuing the Child’s Freedom of
Will - Prolegomena on a Pedagogical Eth-
ics of Responsivity in Post-mythic Times
If we pursue the question of the child’s
freedom of will as a resistive factor in the pro-
cess of education from a historical and sys-
tematic point of view, a significant and at the
same time still highly controversial change
in thought and action can be observed. With
the release of man from his childship to God
initiated by the Enlightenment, pedagogical
authority loses its once absolute basis of le-

gitimacy. The educator’s claim to unconditional obedience on the part of the child is

gradually being called into doubt — right up to the radical view of an ideology-crit-
ical philosophy of education today that the only legitimate judge of pedagogical in-
terventions is their addressee itself, namely the child and the later adult. For the eth-
ics of education, this means a shift in emphasis from the authoritative should to the

conciliatory dialogue with the child, which is in principle open-ended. In the process

of upbringing/education, the child is now conceded a relevant voice that can count
on being heard and receiving an understanding response.

Keywords external determination versus self-determination, freedom of will, edu-
cational ethics, pedagogical authority, basic psychological needs and education
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L'enfant est demande de vie.
L'enfant peut exercer ce droit jusqu’a la violence.
Denis Vasse, Lyon 1982

Einfiithrung: Von der autoritativen Fremdbestimmung

des Kindes zum Gedanken der Mitbestimmung im Prozess

seiner Bildung und Erziehung

Obwohl es bei dem Thema Willensfreiheit um eine Frage geht, die erst
im Horizont der Aufklarung mit den Ideen der Autonomie und Selbst-
zwecklichkeit des Menschen verbunden werden konnte, handelt es
sich im Kern um eine wesentlich altere, ja uralte Frage. Zwar war seit
alters her der Primat der Gemeinschaft oder des Staates fraglos gege-
ben, und iiber Jahrhunderte in Kraft— doch gab es schon bei den Philo-
sophen der Antike ein kritisches Bewusstsein fiir die Problematik abso-
lut gesetzter und strafbewehrter Imperative des Pidagogischen. Bereits
die Vorsokratiker des sechsten vorchristlichen Jahrhunderts befassten
sich in der Abendddmmerung des alten Gétterhimmels mit dem sper-
rigen Problem der Willensfreiheit. Thnen war das Schriftzeichen Ypsi-
lon (Y) mit seiner Wegverzweigung das Symbol fiir eine wichtige Ent-
scheidung, die der ,,Jingling® an der Schwelle zum Erwachsenenalter
zu treffen habe. In Pythagoras’ Worten (6. Jh. v.Chr.): ,Es ist das Grof3-
te in dem Menschen, die Seele zum Guten oder zum Bdsen zu bestim-
men.“ (Nach Diogenes Laertios zitiert bei Willmann, 1894/1973, GA 8,
S.235) Es gibt also eine Wahl, wenn auch in den Grenzen der Polis, eine
Wahl, die als solche den Gedanken einer freien Entscheidungsmog-
lichkeit impliziert. Und Demokrit weist spater darauf hin, dass man
bei der Erziehung in Angelegenheiten der Pflicht mit , giitlicher Uber-
redung” viel mehr denn mit ,,Gesetz und Zwang“ erreiche, da der aus
»Einsicht und Wissen“ Handelnde ,weder heimlich noch o6ffentlich®
dazu neige, ,etwas Unrechtes” zu tun. (Demokrit, in: Capelle, 1968,
S. 462) Damit werden schon jene Aspekte transparent, die den metho-
dischen und didaktischen Kern dessen bezeichnen, der tiber die Jahr-
hunderte in einer grofen inhaltlichen Vielfalt u.a. mit den Begriffen
,Paidea”,  ,Gewissensbildung®, ,Menschenbildung” sowie (im 19. Jahr-
hundert) in dem Begriffspaar ,formaler” und ,,materialer Bildung“ den
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padagogischen Diskurs bestimmen wird. Die beiden letzteren — forma-
le und materiale Bildung —hatte W. Klafki (Klafki, 1957; vgl. auch Mat-
thes, 2011) in einer vermittelnden, dialektisch vers6hnenden Synthese
in seinem Begriff der ,kategorialen Bildung“ zusammengeftihrt. Deren
Ziel ist die Einheit und das Einheitserleben des subjektiven Geistes
(Demokrit: ,,Einsicht®) mit den objektiven Werten der Kultur (Demo-
krit: Wissen). Es handelt sich also nicht nur um die kritische und freie
Begegnung beider Pole, sondern um die bildend-erziehende Kommu-
nion des Subjektiven mit dem Objektiven. Die erzieherischen Mittel
allerdings sind weitaus differenzierter. Dazu hatte Sokrates mit sei-
ner dialogischen Mieutik den Weg gewiesen. Noch immer geht es um
,Einsicht®, jedoch nicht durch Uberredung, sondern durch eigenstin-
diges Urteilen im Raum freier Begegnung und Rede.

Schon bei Demokrit klingt also die Frage an, wie die Zustimmung
des Kindes zu seiner Erziehung erlangt werden kénnte, eine Frage, die
nach frithen Vorlaufern (u.a. Augustinus, Comenius, Jansenisten, Rous-
seau, Philanthropen, Pestalozzi) in der internationalen Reformpadago-
gik des 20. Jahrhunderts eine bedeutsame Renaissance erfahren soll-
te — mit duflerst widerspriichlichen und z.T. auch problematischen
Antworten. Sie beruhen grof3enteils auf dem nur allzu verstiandlichen
Wunsch nach Machbarkeit sowie in der Vorstellung, dass in der Erzie-
hung durch das richtige, das kindgemafie oder nattirliche Arrange-
ment jeglicher Zwang Uberflissig wird. Das Kind will dann von sich
aus und aus freiem Willen, was es soll. Das Problematische besteht dar-
in, dass hinter dem, was das Kind wollen soll, allermeist eine unan-
tastbare Weltanschauung respektive ein nun nicht mehr theologisch,
wohl aber teleologisch, geschichtsdialektisch und/oder angeblich wis-
senschaftlich fundiertes Weltbild steht. Dessen Autoritit generiert
oft ungewollt und unerkannt jenen Zwang, den es doch zu eliminie-
ren gedenkt. (Vgl. Skiera, 2010 und 2022). So steht die Reformpada-
gogik mit ihrer humanistischen Rhetorik und ihrer Rhetorik der Frei-
heit (Montessori: ,,Die Kinder in unseren Schulen sind frei“) trotz einer
gewissen anti-aufklirerischen Abwertung der materialen Seite der Bil-
dung (bzw. des enzyklopadischen Wissens) ebenfalls in der Tradition
der Aufkldarung. Und so erbt sie auch deren Schattenseite, auf der neue



16 Historia scholastica 1/2024 10 Ehrenhard Skiera

Mythen geboren werden: undifferenzierter Fortschrittsglaube, Mach-
barkeitswahn, grandiose Rettungsphantasien, epistemologische Hyb-
ris. Reformpédagogik ist, so kdnnte man cum grano salis sagen, sowohl

ein Kind (Rousseau u.a. —s.0.) der Aufklarung als auch deren Opfer.

Im Folgenden geht es um die Frage, wie das Sollen des Kindes in

einigen wichtigen Stimmen der Geistesgeschichte begriindet wurde,
und wie es unter dem Einfluss einer mythenkritischen, spiter auch

selbstkritischen Aufklarung thematisiert wird. Es zeigt sich, dass dieses

Sollen im Zuge der allmihlichen Entlassung des Menschen aus seiner
Gotteskindschaft den einst absoluten, machtgestttzten Anspruch nach

und nach einbiifdt — bis hin zu der radikalen Ansicht einer ideologie-
kritischen Bildungsphilosophie heute, dass —letztlich — der wichtigste

Richter padagogischer Mafinahmen deren Adressat selbstist, also das

Kind und der spiter erwachsene Mensch. Fir die Ethik des Padagogi-
schen bedeutet das eine folgenreiche Akzentverschiebung vom auto-
ritativen Sollen zum konzilianten, im Prinzip ergebnisoffenen Dialog

mit dem Kind. Thm wird nun im Prozess der Erziehung/Bildung eine

relevante Stimme zugebilligt, die auf Gehor und eine verstandige Ant-
wort rechnen kann.

Ethik und Erziehung in nachmythischer Zeit. Begriffliche

und epistemologische Anmerkungen

Die sprachliche Wendung ,nachmythische Zeit“ im Titel des vorlie-
genden Beitrages mag die Frage nahelegen, wann und wo es diese Zeit
gab, gibt oder jemals geben wird, und auch wer sie iberhaupt wiin-
schen konnte — zumal im Politischen und Religidsen heute eher von
einer machtpolitisch, nationalistisch oder spirituell motivierten Remy-
thologisierung der Lebenswelt gesprochen werden kann. Die (unver-
zichtbaren) epistemologischen Werte der Aufklarung wie Wahrhaf-
tigkeit, Empirieorientierung, Tatsachenwissen, Logik, das diskursive
Argument, ferner eine prinzipiell universell ausgerichtete Ethik, sind
bedroht. (Stichworte: ,alternativ facts*, Verschworungstheorien, nati-
onalistisch und machtpolitisch instrumentalisierte ,,Geschichtspoli-
tik® d.h. Geschichtsfialschung). Die Wendung ,nachmythische Zeit“
ist also kein rein deskriptiver, empirisch gesicherter Begriff, sondern
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eine heuristische Figur. Sie grindet im vorliegenden Zusammenhang
in einer padagogischen Wertentscheidungim Hinblick auf die moderne,
in sich hochdifferenzierte Gesellschaft. Die Frage lautet: Wie kann in
der modernen Lebenswelt mitihren diversen und z.T. unvers6hnlichen
Widersprichen eine Allgemeine Erziehung der Kinder und Jugendli-
chen begriindet werden? Hilt man an diesem Ziel um Willen des Ein-
zelwohls und einer humanen und allgemein lebensfreundlichen Welt
fest, kann das Mythologische — als das der Priifung nicht bedirftige,
weil einer fraglos gtltigen Tradition oder einem grandiosen Erkennt-
nissubjekt oder einer Heiligen Lehre oder Heiligen Schrift verpflich-
tete Wissen und Handeln — in einer offenen Gesellschaft durchaus in
gewissen Grenzen respektiert werden, in einzelnen partikularen Sozio-
topen auch weiterhin gelten (z.B. in der religiésen Bekenntnisschu-
le, in einer spirituellen oder kirchlichen Gemeinschaft, in der Fami-
lie, in einer sich ethnisch und/oder kulturell definierenden Gruppe),
jedoch nicht mehr als allgemein verbindliche Richtschnur des Han-
delns genommen werden.

Die im Begriff ,nachmythische Zeit“ implizierte Distanz zum Mythi-
schen bedeutet allerdings noch keine allgemeine Kritik des Religiosen
und/oder des Mythischen. Abgesehen von den oft entsetzlichen Fol-
gen der Liaison von Politik und Mythos oder Religion wiren sowohl
die sozio-kulturelle Funktion und die historische Bedeutung als auch
der mogliche individuell-existentielle oder psychologische Sinn des
Mythischen eigens zu wiirdigen (siehe auch weiter unten).

Will man in der Perspektive jener heuristischen Figur Fragen der
pddagogischen Ethik bedenken, muss die Suche nach einem Erziehungs-
verstidndnis einbezogen werden, das auf unbezweifelbare Grundsit-
ze verzichtet, und dem ,kreativen Spielraum“ (Winnicott) des freien
Denkens und Sprechens einen méglichst grofsen Raum gewéhrt. Denn
diese Figur erlaubt nicht den Riickbezug oder Riickzug auf ein absolut
verbindliches Wissen, das in seinen religiésen oder metaphysischen
Spielarten freilich bis heute die Debatte noch weithin bestimmt (s.u.).
Erziehung erscheintnun als ein unsicherer, fiir viele unakzeptabler weil
beingstigender Prozess, der konstitutiv auf den respektvollen Dialog
angewiesen ist. In diesem Dialog entscheiden beide Partner mit, was



18 Historia scholastica 1/2024 10 Ehrenhard Skiera

Erziehung sei: (a) konkret und praktisch in dieser einmaligen padago-
gischen Situation, und (b) der Moglichkeit nach theoretisch via reflexi-
ver Verarbeitung der gewonnenen Erfahrung. Dadurch unter anderem
ist das Theoretische mit der sozialen Praxis verschriankt. Das Dialogi-
schein der Erziehung kann aber erst dann Geltung und Wirkung erlan-
gen, wenn ein Mensch einem anderen begegnet, und beide sich als dif-
ferent wahrnehmen, anerkennen und respektieren. Dann erst handelt
es sich um Begegnung, um Dialog, nicht um Verschmelzung, Symbio-
se, Instrumentalisierung oder Abrichtung.

Schauen wir auf den Anfang oder die Geburtsstunde der Erziehung,
ist daher die folgende Explikation des Erziehungsbegriffs nachvollzieh-
bar: Erziehung im Sinne gegenseitiger Responsivitdit kommt erst in dem
Moment in die Welt des Kindes, wo es im sozialen Miteinander auf
Handlungen von Seiten der Erzieherpersonen trifft, die — fiir das Kind
selbst leiblich-emotional spiir- und/oder wahrnehmbar, spéter auch kog-
nitiv erfassbar — der Intention folgen, sein Verhalten, sein Handeln und
Denken zu modifizieren (d.h. hemmend oder férdernd zu beeinflus-
sen/zu begleiten). Der Urgrund wie auch der sich tausendfach situativ
erneuernde Grund der Erziehung liegt demnach in der (fiir beide Part-
ner jeweils mehr oder weniger deutlich wahrnehmbaren und mitunter
schmerzlichen) Differenz von Ich und Du, nadmlich in jenem Schnitt-
punktbeider Lebenslinien, in dem das Sollen und Wollen des Kindes in
ihrer Differenz fiir beide sptirbar und/oder bewusst werden bzw. sind.

Das Aufflammen des kindlichen Bewusstseins der Differenz
geschieht zunichst als Ahnung oder irritierendes Gefihl in einer indi-
viduell je eigenen, situativ und sozio-kulturell gepriagten (nicht: festge-
legten) Urszene, die zugleich den ersten, gewiss schmerzlichen Schritt
aus der symbiotischen Beziehung mit einer Betreuungsperson (in der
Regel mit der Mutter) darstellt. Dieser Schritt geht mit der Erschiit-
terung/Bedrohung des Omnipotenzgefiihls einher, und generiert im
Kind Widerstand. Die Erzieherperson sagt ,,nein“, und auch das Kind
duflert zunichst gestisch-mimisch, spater zunehmend sprachlich sein
Missfallen.

Schon der Siugling ,,emanzipiert” sich so von der Betreuungsper-
son, und wagt — in Anlehnung an D.W. Winnicott (Winnicott, 1985)
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gesprochen —den ersten Schritt von der absoluten zur relativen Abhan-
gigkeit. Das personliche Selbst bildet sich als ein vom Anderen Verschie-
denes, und das Kind wird sich der Differenz in Aktion, Emotion und
Kognition zunehmend bewusst. Vor diesem emanzipatorischen Schritt
ist Erziehung im hier verstandenen Sinne nicht méglich. Gleichwohl
ist der Saugling in der Lage, schon von Beginn seines Lebens an sei-
nen Lebensanspruch zum Ausdruck und —im Falle der Begegnung mit
verstindigen und liebend-empathischen Eltern oder anderen Betreu-
ungspersonen —auch zur Geltung zu bringen. Martin Dornes (Dornes,
1993) spricht auf der Grundlage der neueren Kleinkindforschung vom
y,2kompetenten Saugling®. Trotz seiner anfangs absoluten Abhangigkeit
vom Wohlwollen Anderer hat bereits der Saugling in einem liebend-
verstindigen Milieu eine eigene, unverwechselbare Stimme, die auf
Gehor und Beachtung rechnen kann. Moglich, notwendig und sinnvoll
sind in der Omnipotenzphase: Pflege, empathische Sorge, Einfithlung,
freundlicher Kontakt und freundliche Gesten, férderliche Anregungen
aller Art, spielerischer Umgang, ggf. Trost und Beruhigung. Neben der
aktiven Fursorge betont Winnicott die Bedeutung des Alleinseins im
Schutze einer haltenden Umwelt oder Mitwelt. Hier kann im Kind ohne
eine gezielte duflere Anregung ein spontaner Impuls entstehen, bei
dessen Ausagieren sich der Sdugling und das Kind als aktiv und leben-
dig erlebt. Das Kind agiert aus sich heraus. Winnicott spricht hier vom
Hkreativen Impuls“ (Winnicott, 2006, S. 78 ff). Dieser ist ein wichtiger
und vielleicht der wichtigste Baustein zur Entwicklung eines gesun-
den Selbstempfindens und Selbstbewusstseins.

So steht der hier explizierte Erziehungsbegriff in Opposition zur
sogenannten Prinatalen Erziehung mitihrer zweifelhaften eugenisch
bestimmten Geschichte (u.a. auch prigend in Ellen Keys padagogisch
folgenreichem Werk ,Das Jahrhundert des Kindes“ aus dem Jahre 1900),
und ihren (vor allem im anglo-amerikanischen Raum heute populi-
ren) ,prenatal education programs®; in Opposition auch zu allen Ver-
suchen einer Erziehung, die bereits den Siugling vor dem Erwachen
aus dem Stadium des Omnipotenzerlebens, also vor dem sich anbah-
nenden Differenzempfinden, in die Pflicht der Erziehung nehmen will.
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Diese padagogische Sichtweise beeinflusst auch das Ethische im
Allgemeinen und im Besonderen. Ethik als das Nachdenken tiber die
Regeln des guten Lebens in der Gemeinschaft stehtin einem unaufheb-
baren, letztlich auch nicht vollig iberbrickbaren, zugleich not-wendi-
gen Gegensatz zum wirklichen Leben. Die zu wendende oder wenigs-
tens zu mildernde Notresultiert aus der Moglichkeit der Freiheit. Nach
der Schwichung transzendenzbezogener Deutungsméchte mit abso-
lutem Geltungsanspruch ist die Generierung prinzipieller ethischer
Aussagen und moralischer Imperative nun dem Diskurs, ja: dem Streit
uberantwortet. Gott oder der mit gottlicher Weisheit begnadete und
mit unbedingter Autoritit ausgestattete Weise wird ersetzt durch ein
kollektives Bemiithen, bei dem — im Prinzip — jeder Mensch ein Recht
auf Mitsprache und Gehor hat. Die diskursiv gewonnenen Aussagen
beztglich des guten Lebens sind nun, vor allem in einem liberal-demo-
kratischen Umfeld, auf Konsens, nicht mehr auf Glaube und fraglo-
se Unterwerfung, das heifdt auf die moglichst freie Zustimmung aller
Diskursteilnehmer sowie moglichst aller Adressaten angewiesen. Nun
tragen die Aussagen unabweisbar das Siegel menschlicher Relativitit und
Unsicherheit. Die Verfechter einer wie auch immer begriindeten unbe-
dingten Autoritit wirden sagen: das ist ein unertriglicher Makel! Han-
delt es sich wie im vorliegenden Zusammenhang um die Ethik des
Piadagogischen, kommt noch eine weitere Unsicherheit hinzu. Pad-
agogische Ethik kann nicht v6llig losgelost vom Politischen gedacht
werden, weil im Padagogischen, selbst noch in einem subversiven
Kontext (Beispiel: ,,Gegenerziehung® als die rettende, mitunter uto-
pische und fir ihre Vertreter in einem totalitiren Umfeld gefdhrliche
Alternative zur machtgestiitzten ,,Groflen Vorschrift“), ein autoritati-
ves und somit herrschaftsaffines Moment eingeschlossen ist. Dieses
kann zwar erkannt und benannt, im Raum freier Rede und Gegenrede
ggf. auch kritisiert sowie iberhaupt 6ffentlich kontrolliert werden; es
kann jedoch nicht vo6llig eliminiert werden. In der neueren Bildungs-
philosophie wird diese Gegebenheit intensiv reflektiert. Michael Wim-
mer hat dieses Bemiithen in einem Beitrag mit dem Titel ,,Autoritit als
Bedingung und Gefihrdung von Entwicklungs-, Erziehungs- und Bil-
dungsprozessen“ (Wimmer, 2014, S. 195ff) konzise umrissen; wihrend
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in der Erziehungsgeschichte tiber Jahrhunderte die Auswiichse einer
gewalttitigen Erziehung zwar durchaus beklagt wurden (Augustinus,
Comenius, Erasmus, Pestalozzi, Ellen Key, die Reformpadagogen des
20. Jahrhunderts), das Autoritative als ein konstitutives Moment der
Erziehung an sich aber nur wenig reflektiert wurde. Es gab Appelle zur
Milde und Barmherzigkeit mit dem reuigen Zogling, dessen Seele es
ja zu retten galt. Widerstandigkeit sowie Ungehorsam galten jedoch
meist als zu eliminierender Charakterfehler, nicht als legitime Reak-
tion zum Selbstschutz und als Mittel zur Entwicklung von Selbstin-
digkeit und Selbstwertbewusstsein, als das sie heute der Moglichkeit
nach auch gesehen werden kénnen und ggf. gesehen werden sollten.

Ethik und Erziehung im Rahmen

der gottlich-kosmischen Seinsordnung

Die religios fundierten Konzeptionen der Ethik sind um den Aufweis

der Konsequenzen der Nichtbefolgung ihrer moralischen Imperative

nicht verlegen. Schon die auflerordentlich knapp gefasste Urschrift

der judisch-christlichen Ethik, die durch Moses dem Volk Israel Gber-
mittelten Gebote, weist darauf hin. Bei Nichtbefolgung, Ungehorsam,
Widersetzlichkeit und mangelnder Ehrerbietung gegentiber Jahwe und

den Eltern droht Ungemach. In den Geboten und Verboten selbst sind

die iiblen Folgen ihrer Nichtbefolgung nur angedeutet. Anders in den —
wenn der moderne Ausdruck hier gestattetist — ,Ausfithrungsbestim-
mungen“ des Alten Testaments. Bereits vor der Ubergabe der steiner-
nen Gesetzestafeln auf dem Berg Sinai an Moses wusste Gott seinen

todlichen Zorn gegen die ungehorsamen Agypter einschlieflich ihrer

Kinder, sogar gegen deren gewiss doch unschuldige Tiere, zu wenden,
ein unbindiger, furchterregender Zorn, der stellvertretend auch von

den Eltern gegentiber dem ungehorsamen Sohn zur Wirkung kom-
men durfte und sollte.

Zwischen Gott und seinem auserwihlten Volk besteht dasselbe
Subordinations- und Gewaltverhiltnis wie zwischen Eltern (vorzugs-
weise dem Vater) und den Kindern (vorzugsweise den S6hnen). ,,Und
du wirstin deinem Herzen erkennen, dass, wie ein Mann seinen Sohn
zu zlichtigen pflegt, YHWH, dein Gott, dich ziichtigt” (Dtn 8, 5). Das
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kann bis zur Aufforderung an die Eltern gehen, den ,,stérrische(n) und
widerspenstige(n) Sohn“, der ,nicht auf die Stimme seines Vaters und
auf die Stimme seiner Mutter® hért, den Altesten der Stadt zum Zwe-
cke seiner Steinigung zu Ubergeben, ,sodass er stirbt. Und du sollst
das Schlechte aus deiner Mitte wegschaffen, und ganz Israel soll (es)
héren und sich fiirchten“ (Dtn 21, 18-21 — zit. bei Michel, 2003, S. 59).

Dem grausamen Gott des Alten Testaments, dessen Zorn u.a. in
der Apokalypse des Johannes noch im Neuen Testament am Werk ist,
wurde freilich durchaus nicht ungebrochen gehuldigt. Wie der katholi-
sche Theologe Andreas Michel in seinem Werk ,,Gott und Gewalt gegen
Kinder im Alten Testament“ (Michel, 2003) aufzeigte, erregte Gottes
Handeln schon bei den frithen Ubersetzern erhebliches Unbehagen.
Dies zeigt sich in der Tendenz zur Pazifisierung und Humanisierung
des gewalttitigen Gottes(bildes). Bei der Ubersetzung des hebraischen
(Ur)Textes ins Griechische ist diese Tendenz bereits erkennbar, und sie
setzt sich ins Lateinische (bei der Septuaginta) fort (vgl. zusammen-
fassend ebd., S. 333 f.).

Fiir die griechisch-philosophisch gebildeten und sensiblen Uber-
setzer floss doch allzu viel Blut, und so nutzten sie ihre Kompetenz und
soziale Stellung zur Weichzeichnung des tiberaus grausamen Gottes-
bildes, stellenweise durchaus auch im Sinne einer dogmatischen Kor-
rektur der urspringlichen Aussage. Es ging ihnen offensichtlich dar-
um, ,,den Gewaltdruck der Texte zu mindern® (ebd., S. 141).

So wird schon bei den frithen Ubersetzern jene grofle Aufgabe sicht-
bar, der sich die spiteren Kirchenviter stellen mussten. Es ging ihnen
um die Versdhnung des vor allem in der Platonischen Akademie phi-
losophisch bestimmten Menschenbildes sowie der entsprechenden
Tugendlehren mit der christlichen Botschaft, also um die Vers6hnung
von vorchristlich-humanistischer Ratio/Vernunft und christlichem
Glauben. Was noch allzu heidnisch war, musste gebannt und deren
Vertreter verbannt werden; was christlich interpretiert werden konn-
te, durfte nach dem Plazet der Konzilien und des Papstes in den Lehr-
kanon der Kirche aufgenommen werden.

Fir die Ethik und den Begriff der Autoritit wurde die in der fri-
hen menschlichen Erfahrung des Numinosen griindende, spéter in der
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Religion dogmatisierte Dichotomie zwischen Jenseits und Diesseits
sowie die Frage nach dem darin eingeschlossenen Wechselverkehr
zwischen beiden Sphiren von entscheidender und bis heute nachwir-
kender Bedeutung. In der kosmischen Dichotomie ist ein unbeding-
tes Verhiltnis der Subordination in der Weise eingeschrieben, dass das
,unten“ (oder das Diesseits) sich nach den Mafgaben des ,,Oben* (oder
des Jenseits’) zu richten habe. Darin ist zugleich der Weg vorgezeich-
net, der zur Tugend, zum Gliick und zur Seligkeit fihrt. Denn letzt-
lich sind ,,Sollen und Sein ... zusammengeschlossen; die sittliche und
die natirliche Welt sind ein Kosmos“ (Willmann, GA 10, S. 711). Diese
archaische ontologische Grundfigur dient zugleich als epistemische
Suchlinie. Beides zusammen bildet den hermeneutischen Zirkel jegli-
cher ontologisch begriindeten Ethik. Eristin verschiedenen Varianten
bis heute bei allen Denkern in Funktion, die den Urgrund des Sollens
nichtin der je irrtumsanfilligen menschlichen Entscheidung, sondern
im Sein selbst oder in der gottlich-kosmischen Ordnung sehen.

Unabhingig von der kritischen Einstellung, dass es sich hierbei
letztlich ,,nur® um Fragen des Glaubens im Rahmen eines iiberkom-
menen Weltbildes handelt, kann die soziale, kulturelle, politische und
padagogische Wirkkraft jener Dichotomie kaum hoch genug einge-
schitzt werden. Und sie lebt in gewandelter Form in einigen neue-
ren sdkularen Versuchen fort, in der Ethik, auch in der pddagogischen
Ethik, ein Unbedingtes zu etablieren, unter dessen Schirm und Herr-
schaft der Streit geschlichtet, das immer drohende Chaos abgewendet,
und die Menschen miteinander vers6hnt werden kénnten.

Sie lebt zudem auch im Raum eines jeden Sozialgebildes weiter,
insofern explizite oder untergrindige Herrschaftsverhiltnisse in der
Interaktion eine Rolle spielen. Denn im Sollen artikuliert sich immer
ein fremdes Wollen — wenn wir von dem extrem unwahrscheinlichen
(unmoglichen?) Fall einer Rechts- und Sozialordnung absehen, der
sich alle Menschen aus freier Entscheidung verbunden fiihlen, und
die so wirklich alle Menschen zwanglos eint und bindet. Das Subjekt des
Sollens oder der moralischen Imperative ist per se eine externe Auto-
ritat (ein Mensch oder das Gesetz), also ein Anderer als der Adres-
sat des Sollens selbst. Immanuel Kant treibt diesen Gedanken auf die
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Spitze, indem er in der menschlichen Gemeinschaft einen bediirfnis-
losen, nicht-korrumpierbaren und dem Allgemeinwohl verpflichte-
ten absoluten Herrscher inthronisiert, der um Willen der Freiheit Aller
den egoistischen oder ,tierischen® und ,selbststichtigen® Eigenwil-
len aller einzelnen Individuen brechen darf und brechen muss. (Vgl.
Kants ,Sechster Satz“ in: Idee ..., Erstver6ffentlichung, 1784) — Ein sol-
cher nahezu gottgleicher Herrscher ist freilich eine poetische — Kant

wirde sagen: eine transzendentale — Figur fernab der sozialen Realitit

und menschlicher Mdglichkeiten. Und doch kann man auf sie im Dis-
kursraum einer universell orientierten politischen und pddagogischen Ethik

als ideellen (d.h. in der Praxis nie wirklich erreichbaren) Fluchtpunkt

allgemeiner Gerechtigkeit und des Rechts, und damit einer wertgebun-
denen Autoritit, nicht verzichten. Nur diirfte man das Ideal niemals —
wie es hiufig z.B. aufgrund einer realen oder vermeintlichen Notlage

und der Sehnsucht nach Errettung eben doch geschieht — mit einem

wirklichen Menschen, mit einer Person aus Fleisch und Blut, identifi-
zieren; anders man im Extrem auf der individuellen und/oder kollek-
tiven Ebene in den regressiven Zustand ,blinden Vertrauens“ (Volkan,
2005) gerit, d.h. der Magie und dem Wahn eines Idols, einer irrealen

Lichtgestalt oder eines vorgeblich allmachtigen oder allwissenden

politischen oder spirituellen Fithrers verfallt.

Ethik und Padagogik im Fahrwasser der Sikularisierung —
Uber die anhaltende Suche nach dem Unbedingten
Dass der Mensch und schon das Kind sich anders entscheiden und
handeln, dass er unbewusst oder willentlich auf Abwege geraten, sich
sogar jeglichen Imperativen bewusst widersetzen kann, bleibt aus der
Perspektive des Sozialen sowie jeglicher absoluten Seins- und Wesens-
bestimmung des Menschen ein anthropologischer Mangel. Den gilt
es durch geeignete Maflnahmen zu beseitigen oder doch wenigstens
durch die Etablierung intrapsychischer und/oder sozialer Instanzen
(Erziehung und soziale Kontrollsysteme) zu kompensieren.

Nach dem Schwinden der religiosen Deutungsmacht treten so im
Zuge der Sdkularisierung und der Verwissenschaftlichung des Diskur-
ses an die Stelle Gottes verschiedene Ersatzgrofien des Absoluten. In der
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idealistischen Philosophie und in der sich darauf stitzenden Padagogik
kommen in mehr oder weniger starker Anlehnung an die theologische

Tradition neue Wendungen ins Spiel wie ,,Objektiver Geist“ (Hegel) und

im Padagogischen dessen , iiberlegene Gewalt” (Theodor Litt), ,iiberin-
dividuelle Geistesmachte“ (Eduard Spranger), ,waltendes Geisteslicht“
oder ,kosmischer Geist“ (Rudolf Steiner), , selbstleuchtende Leitster-
ne“ und ,,Bindegewalten von oben“ (Otto Willmann) — allesamt spe-
zifische Ausformungen (neu)platonischen Denkens. Darin wird das

Gottliche idealistisch gefasst, oft explizit mit einer magisch-selbst-
wirksamen Kraft ausgestattet, und einer hohen, an ,,ewigen“ Werten

orientierten ,héheren® Kultur (als irdische Inkarnation und Reprasen-
tanz der ewigen Werte) zugeordnet. Auf diese Weise wird im Gewand

idealistisch-absolutistischer Begrifflichkeit die archaische, sinnstif-
tende und tber jahrtausende wirksame Kraft des Mythos’ bewahrt,
und so weiterhin in den Dienst der Sozialisation des Einzelnen und

der Kohision einer Gemeinschaft oder Gesellschaft gestellt (ausfithr-
lich in: Skiera, 2022, S. 97ff).

Fir die Paddagogik ist darin ein unbedingtes Gehorsamsgebot mit-
gesetzt, dessen Wurzeln im Religidsen grinden. In einem Lehrbuch fur
Seminaristen des Lehramtes aus dem 19. Jahrhundertist z.B. davon die
Rede, dass der Eigenwille des Kindes ,,dem gottlichen Willen gegen-
iber absolut nichtig sei“ (Riegg, 1866, S. 258).

Noch immer also hilt die Suche nach einem ethischen Spezialka-
non quasi-gottlicher Autoritit an, dessen Imperative dem Erzieher/
dem Lehrer und der Erzieherin/der Lehrerin ,,alltagstaugliche Leitlini-
en“ (Prengel) verpflichtend ans Herz legen wollen, aus denen — so die
Erziehungsethikerin Annedore Prengel im Jahre 2020 — , fir die kon-
krete Handlungsebene direkt nutzbare Regeln abgeleitet werden kon-
nen“ (Prengel, 2020, S. 72).

Gegen eine solche Auffassung spricht die subjektive Erfahrung der
Willensfreiheit wie auch die soziale Erfahrung der Widersténdigkeit.
Im Gedanken der Ableitung ,,direkt nutzbarer Regeln® aber hilt sich
die archaische Spur des Absoluten, und nihrt noch immer den Traum
technologischer Machbarkeit. Es geht also wie seit je darum, den frei-
en Willen, wenn er schon nichtignoriert oder geleugnet werden kann,
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wenigstens in sozial vertrigliche und unschédliche Bahnen zu lenken. —
Bewusstes Handeln dagegen bedarf — im Doppelsinn des Wortes als

ein humanes und menschlich bedingtes — auf individueller wie kol-
lektiver Ebene der Entscheidung, die als solche keine automatische ist.

Der Mensch — das sich selbst bestimmende Wesen.
Anmerkungen zur Genese, aktuellen Gestalt und den
theoretischen Folgen eines zentralen Motivs der Aufklirung
Schon Giovanni Pico della Mirandola, Florentinischer Philosoph und
herausragender Vertreter eines neuen freien Denkens in der Renais-
sance, reflektiert in radikaler Weise die Frage der Willensfreiheit des
Menschen. Er entlésst in seiner (als solche nie gehaltenen) akademi-
schen Rede ,,De hominis dignitate. Uber die Wiirde des Menschen“ im
Jahre 1486 den Menschen aus seiner unbedingten Botmafigkeit gegen-
uber Gott. Er verpflichtet (oder sollte man besser sagen: verdammt?)
den Menschen dazu, sich die Gesetze seines Handelns in freier Ent-
scheidung und aus freiem Willen selbst zu geben.

Bei Pico bedeutet freilich die ,Entmachtung® Gottes in der Welt des
Menschen keineswegs seine endgultige Entthronung. Politisch, theo-
logisch und padagogisch bleibt die Spaltung des Kosmos’, analog dazu
die Spaltung des menschlichen Bewusstseins, weiterhin in Kraft, auch
bei Pico selbst, namlich als die archaische Ontologie der zwei Reiche, die
Unterscheidung zwischen Transzendenz und Immanenz. — Des unge-
achtetist der aufrthrerische Impuls einer poetisch-geistigen Selbster-
schaffung sowie Selbsterméachtigung des Menschen mit Pico unaus-
16schlich in die Welt gesetzt, und es wire eine eigene Aufgabe, dessen
teils begliickende teils duferst blutige Spur durch die Geschichte der
Menschheit zu verfolgen.

Nimmt man den Gedanken der Notwendigkeit der (individuellen
sowie kollektiven) Selbstbestimmung ernst, und akzeptiert zugleich —
Erbe der Sdkularisierung —, dass es keinen verlésslichen Fahrplan fur
das Leben, kein Curriculum gibt, der respektive das auflerhalb des Rau-
mes menschlicher Entscheidungen liegt, folglich auch kein Sollen, das
schlichtweg aus dem Sein abgeleitet werden konnte, ergeben sich Kon-
sequenzen fir nahezu alle Grundfragen der Pidagogik.
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Willensfreiheit als Freiheit zur Selbstbestimmung — Plidoyer

fiir eine dialogisch-subjektsensible Erziehung

Die erste Konsequenz besteht darin, den Menschen nicht nur als ein
Hhicht festgestelltes Wesen” (A. Gehlen) zu verstehen, sondern als ein
prinzipiell nicht feststellbares Wesen, das immer noch selbst entscheiden
kann (und letztlich: muss), wer oder was es sei und werden kénne. Auf
den Einzelnen bezogen, und das heifdt in Hinsicht auf den einzig kom-
petenten und legitimen Sprecher fiir das seiner Selbst bewusste Ich, bedeu-
tet dies eine kategoriale Bestimmung. Diese kann als ein anthropolo-
gisches Axiom der Negation gefasst werden. Es lautet:

Jede fremde Zuschreibung respektive Definition, die von der adressier-
ten Person nicht zuriickgewiesen oder korrigiert werden kann, ist eine ille-
gitime AnmafSung, die, mit Autoritit oder Macht ausgestattet, die Gefahr
der Zerstorung der betroffenen Person in sich birgt.

Das gilt auch fir die Zuschreibung von Unmindigkeit. Die Evi-
denz dieser Bestimmung konnte mit zahlreichen Beispielen aus der
Geschichte belegt werden, vor allem dort, wo im Politischen und Pad-
agogischen um Willen eines Héheren Widerstindigkeit verfolgt und
martialische Opfer eingefordert werden; wenn also der Mensch selbst
zum Objekt oder Werkzeug machtgestiitzter Interessen (gemacht) wird.

Auch fur das Bild des Kindes und seine Erziehung hat das gravie-
rende Konsequenzen. Der hier skizzierte Ansatz einer subjektsensib-
len und sozial reflektierten — d.h. an universell konsensfiahigen Wer-
ten orientierten — Pidagogik bestimmt nun das Padagogische als das
Achten und das empathisch-wohlwollende Eingehen auf die grundle-
genden Bedirfnisse des Kindes. Dies impliziert zugleich eine spezifi-
sche kind-anthropologische Aussage, namlich das Kind von Geburt an
als einen bereits sozialisierten Mitmenschen zu sehen. Es bedarf zwar von
Beginn seines Lebens an der Fiirsorge usw. (s.0.), spater auch der Erzie-
hungund der Lehre, muss aber nicht ,verbessert” werden. Das Kind ist
schon wie Du und Ich ,gut genug* fiir das Leben in der Gemeinschaft.

Diese Bestimmung richtet sich gegen den Versuch und die Pra-
xis, politische oder padagogische Autoritit mit der Zuschreibung von
Unmiindigkeit der Adressaten zu legitimieren, hinterfragt also den Satz:

»lch weifl besser, als du selbst, was dir gut tut.“ Erstin dieser Sicht kann
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das Kind als Autor, als Subjekt, oder wenigstens relevanter Mitgestal-
ter seines Lebens erscheinen, und als ein solcher gewonnen werden.

Wenn der freie Wille einen konstitutiven Wert fiir Entwicklung, Bil-
dung und Erziehung des Kindes hat; wenn andererseits der Erzieher-
person eine advokatorische Verantwortung in Hinsicht auf die mogli-
che, doch zugleich je unsichere Zukunft des Kindes zukommt, dessen
Zustimmung aber nicht erzwungen werden kann — dann stellt sich
die Frage nach den ethischen Gesichtspunkten padagogischen Han-
delns mit aller Schirfe.

Die seelischen Grundbediirfnisse des Kindes/des Menschen und
die Antwort der padagogischen Welt

In der hier nahegelegten Perspektive padagogischer Responsivitit
misste also nach den Bedingungen gefragt werden, unter denen die
Zustimmung des Kindes zu padagogischen Ansinnen und seine freie
Mitwirkung moglich wiren. Es miisste in der Lage sein, einen positiven
Zusammenhang seiner Erziehung mit dem eigenen Leben, Erleben und
Lernensollen zu erkennen. Erziehung sollte also fiir das Kind erkennbar in
einer forderlichen Weise etwas mit seinem Leben zu tun haben. Diese Sicht
verweist zuallererst auf den reichhaltigen theoretischen Diskurs und
die empirischen Studien zur Frage nach den ,basic needs“ oder ,basic
psychological needs® oder den , basic motivational systems“.

Auf der Grundlage einer synoptisch-kritischen Sicht verschiede-
ner Bediirfnis- und Motivationstheorien (Ubersicht und Diskussi-
on in: Skiera, 2022, S. 258ff) kann, trotz mancher Differenzen und
unterschiedlicher Akzentsetzungen, heute m.E. von einem recht brei-
ten, inzwischen auch vielfach empirisch gestiitzten Konsens bei der
Annahme ausgegangen werden, dass ohne die hinreichende Bertick-
sichtigung fundamentaler seelischer Bediirfnisse des Kindes (und des
Menschen!) in der Erziehung mit schweren Schaden in der Personlich-
keitsentwicklung zu rechnen ist. Eine responsive Piddagogik bemuht
sich daher um diese Dimension. Sie erkenntim Kind den Anspruch auf
die Achtung und Beachtung seiner grundlegenden Bedtirfnisse, ein
unbedingter Lebensanspruch, der sich aus der sozialen Eingebundenheit, der
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Bediirftigkeit und Verletzlichkeit, aber auch aus der Macht des Kindes ergibt.
Aus der Macht des Kindes? Als Folge langer anhaltender Versagungen
seitens der pddagogischen Welt und der Gemeinschaft kann sich beim
Kind eine Bereitschaft zur Gewaltanwendung gegen sich selbst und
Andere entwickeln. Dabei kann es sich um verstindliche Reaktionen
der Selbst-Verteidigung handeln, z.B. um die Folgen dauerhaft frust-
rierter Grundbediirfnisse wie etwa nach Zugehorigkeit, Anerkennung,
Selbstwirksamkeit. Doch das extrem aggressive Verhalten des Kindes
kann noch immer dem tiefen Wunsch nach Verbesserung seiner Lage
entsprungen sein: ein Hilfeschrei der Seele (Winnicott, 2002, Mentzos,
2017), der als ein solcher wahrgenommen werden will.

Unter Einbeziehung der einschligigen theoretischen Befunde
sowie psychotherapeutischer und pidagogischer Erfahrungen kann
die Ansicht begriindet werden, dass die folgenden Bedirfnisse hin-
reichend beachtet werden miissen, wenn das seelische und soziale
Wohlergehen sowie die mogliche Zustimmung des Kindes zu seiner
Erziehung einen zentralen Stellenwert erhalten sollen (ausfithrlich in
Skiera, 2022, Kap. 7, ebd. S. 287-301):

—Das Kind/der Mensch hat ein Bediirfnis nach Zugehorigkeit

—Das Kind/der Mensch hat ein Bediirfnis nach Anerkennung

—Das Kind/der Mensch hat ein Bediirfnis nach neuen Erfahrungen

—DasKind/der Mensch hat ein Bediirfnis nach Selbstwirksamkeit (Urhe-
berschaft)

— Das Kind/der Mensch hat ein Bediirfnis nach Selbst- und Mitverant-
wortung

— Das Kind/der Mensch hat ein Bediirfnis nach dsthetischer Wahrneh-
mung

— Das Kind/der Mensch hat ein Bediirfnis nach spontanem Ausdruck
seiner inneren Befindlichkeit (oder seiner Innenwelt)

Den freien Willen des Kindes wertzuschdtzen, sein ,, Ja“ sowie sein ,,Nein“zu
pddagogischen Anforderungen und Angeboten zu (be)achten, und um die
Zustimmung des Kindes zu werben, wiirde also den Versuch nahelegen,
die Bedingungen fiir intrinsisch motiviertes Lernen — als ein erkennbar
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sinnvolles, Sinn-erschlieflendes, selbst gewolltes und zumindest teil-
weise selbstbestimmtes Lernen — zu erforschen und praktisch umzu-
setzen. Gefragt ist ein kreativer Spielraum (vgl. Winnicotts Begriff der

,Creative apperception®, in: ders. 1991, S. 65), der trotz der gleichwohl
notwendigen Ordnungen weder curricular noch sozial-regulativ fest-
gezurrtist. Ein solcher Raum enthilt gentigend Momente der Freiheit
zur ,kreativen Wahrnehmung®. In ihm erlebt sich das Kind nicht als
ein iberwiegend reaktives Wesen, so als stiinde es ,,im Banne der Kre-
ativitdt eines Anderen oder einer Maschine“ (Winnicott ebd.), sondern
als aktive und kreative Person.

Anthropologische Voraussetzungen und politische
Gefihrdungen einer pddagogischen Ethik der Responsivitit

—Der Mensch lebt als Individuum in einer nur ihm selbst unmittelbar
zuginglichen und so fiir Andere mehr oder weniger verschlossenen
Eigenwelt. Als Gemeinschaftswesen oder ,zoon politikon“ (Aristote-
les) hat er zugleich Anteil am Leben Anderer und der Gemeinschaft/
der Gesellschaft/der Menschheit insgesamt.

— Als ein freies, weitgehend instinktenthobenes Wesen ist er — anders
als die geselligen Individuen in der Tierwelt — auf individuelle sowie
kollektive Selbstbesinnung und Selbstbestimmung verwiesen.

— Der Mensch ist also in seinem Denken und Handeln autonom. Die
Regeln seines Gemeinwesens muss er sich selbst geben (Pico della
Mirandola, 1486), er muss Entscheidungen treffen, und sich ein Bild
von sich selbst machen.

—Sowohl die Selbstbesinnung und —bestimmung als auch die Schaffung
einer Verfassung der Gemeinschaft (einschliefilich der Gesetzgebung)
sind im Prinzip unabschlieffbare und nie endgtltig lsbare Aufgaben

— Als homo sapiens ist jeder Mensch berechtigt, und wegen seiner prin-
zipiellen Freiheit letztlich auch genétigt, bei der Bildung seines indi-
viduellen Selbstes (seiner Identitit) und an der Generierung sozialer
Regelungen mitzuwirken — will er nicht zum Objekt fremder Zuschrei-
bungen und Interessen werden.
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— Fir den Diktator und Autokraten ist der homo sapiens immer und
uberall eine unertrigliche, angstbesetzte Zumutung, der er mit ver-
schiedenen Methoden der Unterwerfung/Kontrolle sowie Mitteln der
psychologisch-politischen Verfithrung und Tauschung (Propaganda)
begegnen muss, letztlich zu dem Ziel, die Eigenwelt und die kollektive
Welt unter seiner Herrschaft zu homogenisieren oder, euphemistisch
gesprochen, zu verséhnen/zu harmonisieren/zu einen/zu befrieden.

—Auch dasKind ist ein Mensch, und damit kein Objekt, auch kein Objekt
der Erziehung, der Okonomie oder der Herrschaft.

— Der erste Schrei des Kindes ist der untriigliche Beweis seiner Miindigkeit.
Das heifdt: das Kind kann schon mit seinem ersten Atemzug andere Menschen

,ansprechen®, es kann fiir sich selbst ,,sprechen, Andere ,,fiir sich gewinnen*.

Beziiglich der priaverbalen Entwicklungsphase des Kindes bedeutet
letzteres eine besondere Herausforderung fiir die Erzieherperson und
andere Verantwortliche. In der pddagogischen Situation ist eine sub-
jekt- und bedirfnissensible Offenheit vonnédten: als der ernsthafte
Versuch, die nicht-verbalen Auflerungen des Kindes, spiter auch die
sprachlichen, zu verstehen (empathisch-wohlwollende Wahrnehmung
respektive Interpretation) und zu wirdigen; und im Politischen und
Sozialen als die Pflicht, das Kind, wo auch immer es bestreffende Ein-
scheidungen getroffen werden (miissen), im Sinne von Firsorge und
Flrsprache uneigenniitzig zu reprasentieren. (Vgl. auch die Ausfithrun-
gen zum ,kompetenten Sdugling” von Dornes, 1993 und zur ,sensiti-
ven Responsivitit“ der Erzieherperson von Remsperger, 2011)

Thesen und Explikationen zur Grundlegung der pidagogischen
Ethik als subjekt- und bediirfnissensible Responsivitit
der erziehenden Person

— Achte die Wiirde des Kindes wie deine eigene.

—Versuche, den ersten Schrei des Kindes als einen unbedingten Lebens-
anspruch zu verstehen, ein Anspruch, der von dir eine angemessene,
lebensschiitzende und lebensforderliche Antwort einfordert.

—Bedenke, dass das Kind —wie auch du selbst — der Liebe, des Schutzes,
der Geborgenheit, der Nahrung, der wohlwollenden materiellen, der



32 Historia scholastica 1/2024 10 Ehrenhard Skiera

anregenden geistig-kulturellen sowie der empathisch-verstindigen
Sorge durch dich und Andere respektive durch die Gemeinschaft bedarf.

—Bedenke, dass das Kind in der symbiotischen Phase seines Lebens mit
dem entsprechenden Omnipotenzerleben der uneigenniitzigen Fur-
sorge bedarf, nicht aber der Erziehung.

— Sorge daftir, dass deine im Erziehungsverhiltnis mitgesetzte Autori-
tatund die damit fir das Kind verbundenen Anforderungen nicht den
Grund oder gar die Begriindung dafiir abgeben, den freien Willen, den
Lebenswillen, die Lern- und Lebensfreude, die Kreativitit, das Selbst-
und Weltvertrauen und die Liebesfahigkeit des Kindes zu beschidigen;
sondern im Gegenteil: betrachte diese autoritative Differenz als Mog-
lichkeit und Verpflichtung, diese Werte und Fahigkeiten zu schiitzen
und zu beférdern.

—Beachte, dass deine Antwort auf den individuellen Lebensanspruch des
Kindesin einer konkreten Situation nichtin einem externen Programm,
Curriculum oder Lehrbuch zu finden ist. Deine spontane oder reflek-
tierte Antwortist die Entscheidungin einer einmaligen, verginglichen,
so nicht wiederholbaren Situation.

— Fordere eine pddagogische Kultur des Dialoges und der diskursiven
Konfliktbewaltigung, die dem Kind eine relevante, d.h. wirkméachtige
Stimme bei der didaktisch-methodischen Bestimmung seines Bil-
dungsweges und bei der Gestaltung (s)einer ,férderlichen Umwelt“
(Winnicott, 1985) einriumt.

—Handle in der padagogischen Situation so, dass das Kind heute, und
der spiter erwachsene Mensch im Riickblick, dein Handeln gutheifien
konnte (Wimmer, 2014) — auch und vor allem in Situationen, wo

,Gegenwirkung® (Schleiermacher) aus verstandlichen, legitimierba-
ren Griinden angesagt ist.

Wenn das Lernen, wenn die Schule, fiir das Kind erkennbar etwas mit
ihm selbst zu tun hat, und wenn es seinem Lebensanspruch oder — mit
Denis Vasse (1982) gesprochen — dem im Kind inkarnierten ,deman-
de de vie“ in einer férderlichen Weise antwortet, dann ist die Chan-
ce gegeben, sein Vertrauen zu gewinnen. Die Entwicklung seiner
kognitiven, emotionalen, sozialen und moralischen Fahigkeiten ist
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in entscheidender Weise an diese Antwort gebunden. Das Korrektiv
eines ,wilden“ Eigenwillens liegtin der frithen Erfahrung der Anerken-
nung durch Andere, und in der Einsichtin den Sinn von Gemeinschaft
und gegenseitiger Verantwortung. In praventiver Hinsicht besteht die
Aufgabe darin, der in jedem machtgestiitzten Verhiltnis bestehenden
fatalen Moglichkeit zu begegnen, die darin liegt, dass der Machtigere
versucht sein konnte, die totale Kontrolle zu ibernehmen. Der Eigen-
wille des Kindes konnte dabei nur als lastiger Storfaktor wahrgenom-
men werden.

Epilog: Hoffnungsgriinde der Erziehung

Demokrit hatte noch die Erwartung geaufiert, dass sich der griechi-
sche Juingling dem Guten zuwenden moge, und dabei auf seine Fihig-
keit zur Einsicht und die padagogische Kunst der Uberredung gesetzt.
Er duflerte diese Erwartung im Rahmen eines Weltbildes und einer
sozialen Ordnung (der Polis), die die Ziele unverrtickbar vorgaben. —
Doch wie steht es in der nachmythischen Zeit, eine Zeit, die keine gott-
lich oder anderweitig bestimmte absolute Ordnung mehr kennt? Wer-
den sich der Jingling und die junge Frau dem Guten zuwenden, wenn

sie aus einer Erziehungswelt entlassen werden, in der ihnen mit Ach-
tung begegnet wurde, in der also ihre eigene Stimme, ihre Miindigkeit —
das Fiir-sich-selbst-sprechen-Kénnen-und-sprechen-Diirfen — einen

relevanten Wert hatte? Das kann man nicht wissen, und wir kénnen

es wegen der Unbestimmbarkeit des Menschen sowie der eben damit

verbundenen Freiheitsmomente im Erziehungs-, Bildungs- und Ent-
wicklungsprozess nicht prognostizieren. Doch besteht die begriind-
bare Hoffnung, dass eine solche Erziehung eher als eine curricular

weitestgehend extern normierte der Selbst-Bildung, einer am Guten

orientierten Entscheidungs- und Handlungsfahigkeit, und damit dem

Bewusstsein fiir soziale und politische Verantwortung in der Zukunft

und fir die Zukunft dienen kann. Es gibt einsichtige padagogische,
psychologische und ethische Griinde fir die Schaffung eines erziehe-
rischen Umfeldes, in dem die unvermeidlichen sozialen Zwinge res-
pektive Anpassungsforderungen nicht das lebenswichtige Gefithl im

Kind und Jugendlichen beschidigen, selbst freie Entscheidungen treffen
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und etwas von Wert in der Welt bewirken zu kénnen. Dass sich dieses
Wirken im Fluchtpunkt an universellen Werten orientieren moge wie
der weltweite Schutz allen Lebens und der Lebensgrundlagen, das legitime
Interesse des Anderen, Freiheitsrechte aller Menschen, Gerechtigkeit und
friedliches Zusammenleben, Solidaritit mit den Schwachen, den Leidenden
und den sozial Benachteiligten — auf diese Hoffnung kann Erziehung als
eine ,officina humanitatis“ (Comenius in seiner ,Didactica Magna“),
eine ,Werkstitte der Menschlichkeit®, gewiss nicht verzichten.

Literatur

CAPELLE, Wilhelm, 1968. Die Vorsokratiker. Stuttgart: Alfred Kroner.
ISBN 9783520119087.

DORNES, Martin, 1993. Der kompetente Sdugling. Die priverbale Entwicklung
des Menschen. Frankfurt am Main: Fischer. ISBN 9783596115334

FEINSTEIN, David & KRIPPNER, Stanley, 2008. Personal Mythology. Los Angeles:
Jeremy P. Tarcher, Inc. ISBN 87477-483-7.

KANT, Immanuel, 1784. Idee zu einer allgemeinen Geschichte in weltbiirgerlicher
Absicht. In: Berlinische Monatsschrift, Nov. 1784 (im Text zitiert aus:
Gutenbergprojekt, [online] [2023-11-09]. https://www.projekt-gutenberg.org/
kant/absicht/absicht.html).

KLAFKI, Wolfgang, 1957. Das pddagogische Problem des Elementaren und die Theorie
der kategorialen Bildung. Weinheim und Berlin: Beltz. (In der Folge mehrere
erweiterte Auflagen).

MATTHES, Eva, 2011. Die geisteswissenschaftliche Pidagogik. Minchen: Oldenbourg.
ISBN 978-3-486-59792-9.

MENTZOS, Stavros, 2017. Lehrbuch der Psychodynamik. Die Funktion der
Dysfunktionalitdt psychischer Stérungen. Gottingen: Vandenhoeck & Ruprecht.
ISBN 978-3525401231.

MICHEL, Andreas, 2003. Gott und Gewalt gegen Kinder im Alten Testament. Tibingen:
Mohr Siebeck. ISBN 3161481550.

PICO DELLA MIRANDOLA, Giovanni, 1486/1990. De hominis dignitate: lateinisch-
deutsch. Hamburg: Meiner. ISBN 9783787309597.

PRENGEL, Annedore, 2020. Ethische Pddagogik in Kitas und Schulen. Weinheim und
Basel: Beltz. ISBN 9783407630834.



Historia scholastica 1/2024 10 Studie Studies 35

REMSPERGER, Regina, 2011. Sensitive Responsivitdt, Zur Qualitdt pidagogischen
Handelns im Kindergarten. Wiesbaden: VS Verlag fiir Sozialwissenschaften.
ISBN 9783531178752.

RUEGG, Hans Rudolf, 1866. Die Pidagogik in iibersichtlicher Darstellung. Bern: Verlag
der J. Dalp’schen Buch und Kunsthandlung.

SKIERA, Ehrenhard, 2010. Reformpdidagogik in Geschichte und Gegenwart. Eine
kritische Einfithrung. Minchen und Wien: Oldenbourg. ISBN 9783486591071.

SKIERA, Ehrenhard, 2022. Das eigenwillige Kind. Bediirfnis und Erziehung
in nachmythischer Zeit. Grundziige einer responsiven Piadagogik. Weinheim
und Basel: Beltz-Juventa. ISBN 9783779968771.

SKIERA, Ehrenhard, 2023. Vorschrift, Folgsamkeit und persénliche Verantwortung —
Uber den Wandel der (priskriptiven) pidagogischen Identitit und die
Bedeutung einer Anthropologie der Alteritat. Historia scholastica. Prag:
Nationales Padagogisches Museum und Bibliothek J. A. Comenius und
Technische Universitit in Liberec, Nr. 1. DOI10.15240/tul/006/2023-1-001,

ISSN 1804-4913 print, ISSN 2336-680X online.

VASSE, Denis, 1982. L’enfant ou la violence de la demande. In: Lumiére et vie — revue
de formation et de réflexion théologiques. Tome XXXI, Nr. 157 (avril-mai-juin 1982).

VOLKAN, Vamik, 2005. Blindes Vertrauen. Grofigruppen und ihre Fiihrer in Zeiten der
Krise und des Terrors (Originaltitel: Blind Trust: Large Groups and Their Leaders
in Times of Crisis and Terror). Giefen: Psychosozial-Verlag. ISBN 3898062910.

WILLMANN, Otto, 1967-1988. Sdamtliche Werke, hg. v. H. und M. Bitterlich-Willmann,
Aalen: Scientia-Verlag. ISBN 9783511037017. (10 Binde, Zitate im Text aus
GA 8 und 10).

WIMMER, Michael, 2014. Pidagogik als Wissenschaft des Unmoglichen.
Bildungsphilosophische Interventionen. Paderborn: F. Schoningh.
ISBN 978-3-506-77949-6.

WINNICOTT, Donald W.,1991. Playing and Reality. Hove and New York:
Brunner-Routledge. ISBN 9780415345460.

WINNICOTT, Donald W., 2002. Reifungsprozesse und fordernde Umwelt. GiefSen:
Psychosozial-Verlag. ISBN 3898060918. (Friihere dt. Ausgabe 1985, Frankfurt
a.M: Fischer)

WINNICOTT, Donald W., 2006. Vom Spiel zur Kreativitdt. Stuttgart: Klett Cotta (Orig.
engl. 1971 ,Playing and Reality“, London: Tavestock. Spétere engl. Ausgabe 1991,
s.0.).






Historia scholastica 1/2024 10 Studie Studies 37

“In a very real sense young
children are citizens

of the world” - Kinder

und Jugendliche als
Kriegsopfer in der
Padagogik Minna Spechts

Sebastian Engelmann?® Abstract “In a Very Real Sense Young
Children are Citizens of the World” — Chil-

dren and Youths as Victims of War in Minna
Specht’s Educational Philosophy

After the Second World War, children and
young people in Germany had to be supported
pedagogically. Minna Specht, an exiled edu-
cator, developed an educational programme
thatvalued children and young people, not as
the perpetrators but as victims of the war, and
made it possible to deal with them pedago-

a Karlsruhe University of Education,
Faculty of Humanities and Social
Sciences, Institute for General and
Historical Educational Science, Germany
sebastian.engelmann@ph-karlsruhe.de

Received 27 December 2023
Accepted 21 March 2024
Available online 30 June 2024

DOI 1015240/tul/006/2024-1-002 gically after the Second World War. This text
elaborates on Minna Specht’s concept and
points out that exiled educators had plenty
ofideas about education after the Second World War that are rarely taken into account.

Keywords ~ World War II, Exile, Reeducation, Education and War, Minna Specht

Im Jahr 1933 wird das in der Ndhe von Melsungen im Westen Deutsch-
lands liegende Landerziehungsheim Walkemiihle von den National-
sozialisten geschlossen. Die bis zu seinem Tode vom Gottinger Phi-
losophen und Mathematiker Leonard Nelson (1882-1927) geleitete
und in der Tradition der Landerziehungsheimbewegung stehende
Bildungseinrichtung mit klarer sozialistischer Ausrichtung verfig-
te nicht nur Gber eine Erwachsenenbildungsabteilung, sondern auch
uber eine reformpéadagogisch ausgerichtete Abteilung fur Kinder.
Die Leitung der Kinderabteilung hatte die Pddagogin Minna Specht
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(1879-1961) inne. Sie sammelte padagogische Erfahrungen beim Initi-
ator der Landerziehungsheimbewegung Hermann Lietz und war mit
dabei, als Lietz und Nelson ihr Modell einer Reform des gesamten Bil-
dungswesens entwickelten (Engelmann, 2024a). Mit der SchliefRung
des Landerziehungsheims Walkemiihle durch die Nationalsozialis-
ten begann fiir Specht eine Phase der ungewollten Flucht und damit
erzwungener Mobilitit. Sie wurde wie viele andere politisch nicht mit
dem totalitdren Regime der Nationalsozialisten kooperierenden Pada-
gogen und Pddagoginnen ins Exil gezwungen: Ddnemark und Grof3bri-
tannien — alles wihrend der Zeit des Zweite Weltkrieges — sind wichtige
Stationen ihrer Reise, auf der sie immer wieder versuchte, Schulversu-
che zu initiieren und mit vielen anderen ins Exil gezwungenen Pida-
gogen und Pidagoginnen wie Charlotte Heckmann, die Spechtim Exil
in Ddnemark und England unterstiitzte (Heckmann, 1995), Kinder auf
ihrem Bildungsweg begleitete und fiir eine Zeit nach dem Nationalso-
zialismus vorbereitete.

Minna Specht nimmt in ihrer Position als ,,Schiilerin® von Nelson
und Lietz, Schulleiterin der Walkemiihle und aufgrund ihrer vielfal-
tigen Tatigkeiten im Exil eine zentrale Stellung im Kommunikations-
netzwerk der deutschsprachigen Reformpédagogik ein. Diese Position
wird spatestens mit ihrer Ernennung zur Leiterin der Odenwaldschu-
le nach dem Zweiten Weltkrieg auch institutionell sichtbar. Dennoch
bleibt Specht in der deutschsprachigen Erziehungswissenschaft eine

,Padagogin aus der zweiten Reihe“ (Link, 2018, S. 17), die oftmals der
,sozialistischen Padagogik“ (Pehnke, 2018) zugeordnet und damit im
Rahmen einer generell vernachlissigten Auseinandersetzung mit sozi-
alistischen Padagogiken (Engelmann & Pftitzner, 2018) nicht weiter
bertcksichtigt wird. Auf diese Art wird — gerade fiir die Diskussion um
demokratische Pddagogik — Potenzial verschenkt. Bis zu Beginn des
20. Jahrhunderts wurde demokratische Padagogik laut Jirgen Oelkers
,wenn iberhaupt, dann unter sozialistischen Vorzeichen diskutiert, zum
Beispiel im ,Bund entschiedener Schulreformer‘ der Weimarer Repu-
blik oder bei den 6sterreichischen ,Kinderfreunden (Oelkers, 2012,
S. 21-22). Gerade die ins Exil getriebenen sozialistischen Pddagogen
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und Piadagoginnen gehoren unweigerlich zu dieser Geschichte, die
jedoch bisher nur wenig Beriicksichtigung erfahren hat.

Die ausbleibende Beriicksichtigung ist auch darauf zurtickzufih-
ren, dass Specht nach ihrer Riickkehr nach Deutschland keine eigene
Schule erdffnete, die hiatte Wirkung entfalten kénnen. Auch im Exil
musste sie sich immer wieder neu orientieren und zudem konnte sie
nur wenige umfangreichere Texte verfassen, die in der deutschsprachi-
gen Erziehungswissenschaft nach dem Zweiten Weltkrieg nur selten
rezipiert wurden. Gerade die eingeschrinkte Schreibtatigkeit Spechts
ist nicht verwunderlich, denn statt Zeit und Mufie in die Reflexion und
Gestaltung philosophischer Systeme zu investieren, war Specht mit
ganz konkreter Erziehungspraxis beschiftigt, die sie trotz der damit
verbundenen Herausforderungen auch in kiirzeren und ldngeren Tex-
ten aufarbeitete.

Die zentralen Arbeiten zu ihrem Leben und ihrer Piddagogik weisen
einstimmig darauf hin, dass einerseits Forschungsbedarf zu Spechts
Wirken nach dem Zweiten Weltkrieg — z.B. der Zeit in der Odenwald-
schule oder auch ihrer T4tigkeit als Herausgeberin von Erziehungsrat-
gebern (Engelmann, 2021a) — besteht. Andererseits besteht auch zur
Arbeit Spechts im Exil noch Forschungsbedarf (Hansen-Schaberg, 1992;
Hansen-Schaberg & Lost, 1992; Engelmann, 2018). Jiingere Arbeiten
heben insbesondere ihre Tétigkeitim German Educational Reconstruc-
tion Committee als Forschungsdesiderat hervor (Engelmann, 2022) und
betonen, dass die Pddagogik im Exil in der deutschsprachigen Erzie-
hungswissenschaft generell zu wenig Aufmerksamkeit erfahren habe
(Hansen-Schaberg, 2017).

In diesem Beitrag werde ich — anschliefdend an die aufgezeigten
Forschungslicken — die Frage beantworten, welche Perspektive Minna
Specht aufkriegsgeschidigte Kinder wahrend der Zeit des Exils entwi-
ckelt. Ferner werde ich herausarbeiten, welche Perspektiven sie fir den
Umgang mit Kindern und Jugendlichen nach dem Zweiten Weltkrieg
skizziert. Die These dieses Beitrags ist, dass Specht eine die Kriegsfol-
gen auffangende und abmildernde Padagogik entwirft, welche die oft-
mals traumatisierten Kinder fir die Zeit nach dem Krieg auf ein Leben



40 Historia scholastica 1/2024 10 Sebastian Engelmann

ininternationaler, friedlicher Gemeinschaft vorbereiten soll, was sich
als padagogisches Anliegen heute als aktueller denn je offenbart.

Um die Frage des Beitrags zu beantworten, werde ich in einem ers-
ten Schrittin aller Kiirze in den Forschungsstand zu Minna Spechts Pad-
agogik im Exil einfihren. In einem zweiten Schritt werde ich anhand
zentraler Quellen aus Spechts Zeitim Exil herausarbeiten, welche Posi-
tion sie zum Umgang mit kriegsgeschidigten Kindern und Jugendli-
chen entwickelt und welchen pidagogischen Umgang sie mit diesen
beftirwortet. In einem dritten Schritt werde ich die Ergebnisse zusam-
menfassen.

Die Pidagogik Minna Spechts im Exil — Zum Forschungsstand

Im Allgemeinen gilt, dass der Forschungsstand zur Pddagogik im Exil

in der deutschsprachigen Erziehungswissenschaft nur unzureichend

systematisiert ist. Dies ist trotz der ausfithrlichen Hinweise von Inge

Hansen-Schaberg auch fiir die Auseinandersetzung mit Minna Spechts

Piadagogik im Exil der Fall, die, als international vernetzte und im Exil

aktive Piddagogin, ein fester Bestandteil dieser Stromung ist. Bereits seit

2005 liegen zentrale Schriften von Minna Specht aus ihrer Zeit im Exil

erneut publiziert vor, die jedoch erst in Auszlgen diskutiert wurden

(Engelmann, 2024b). Die Schriften Spechts wurden in der von Hilde-
gard Feidel-Mertz begriindeten und spéter von Hermann Schnorrbach

und Inge Hansen-Schaberg verantworteten Reihe Schriften des Exils zur
Bildungsgeschichte und Bildungspolitik herausgegeben, die nicht fortge-
setzt wurde. Insgesamt kann konstatiert werden, dass in der deutsch-
sprachigen Erziehungswissenschaft wenige padagogisch-biografische

Arbeiten zur Padagogik im Exil (vgl. Feidel-Mertz, 1983; Nielsen, 1985;

Hansen-Schaberg, 1992) in die Diskussion eingebracht wurden, die

auch Spechts Pidagogik erschlieffen. Als Teil einer unbestimmten Viel-
zahl der ,Akteure aus der zweiten Reihe“ (Link, 2018, S. 17) der in sich

nicht homogenen reformpadagogischen Bewegung riickt Specht nur
selten in den Fokus der Aufmerksambkeit und die Vielfalt ihrer Texte aus

der Zeitim Exil wurde noch nicht eingehender betrachtet, wenngleich
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ihre Auflerungen zur Reeducation bereits beriicksichtigt wurde (Engel-
mann, 2022).

Minna Specht setzte sich nach der SchlieRung der Schule 1933 mit
einem Teil der Schiiler und Schilerinnen der Walkemiihle nach Déne-
markins Exil ab. Dort setzte sie unter widrigen Bedingungen die schu-
lische und persénliche Ausbildung der Kinder unter dem Stichwort der

,Erziehung zum Selbstvertrauen” (vgl. Feidel-Mertz, 1984, S. 92) fort.
Damitist Specht Teil einer nur unzureichend rekonstruierten Geschich-
te um Schulen im Exil, von denen —ausgehend von reformpadagogisch
orientierten padagogischen Institutionen in Deutschland — mindes-
tens 20 existierten, die zumeist von judischen oder eben politisch ver-
folgten Padagogen und Padagoginnen geleitet wurden und eine rele-
vante Funktion in der Exilcommunity hatten, waren sie doch zugleich
Bildungsinstitutionen fir junge Menschen und Arbeitsplétze fiir Emi-
granten und Emigrantinnen (Michitarjan, 2010).

Fur die Entwicklung der Pddagogik Minna Spechts im Exil hilt

Ehrenhard Skiera in seiner Geschichte der Reformpédagogik fest, dass

,sich bei ihr ein Wandel der politisch-padagogischen Haltung [vollzieht,
S.E.], den man knapp kennzeichnen kann als den Weg von einem ethisch
bestimmten Sozialismus (Nelsonscher Prigung) zu einem demokra-
tischen Sozialismus“ (Skiera, 2009, S. 183). Skieras Diktum zur Péda-
gogik Minna Spechts wurde schon von Inge Hansen-Schaberg in ihrer
einschlagigen Arbeit argumentativ unterfittert. Hansen-Schaberg
bestitigt, dass Specht sich von einer sozialistischen Piadagogik wih-
rend der Zeit als Leiterin der Walkemiithle wegentwickelt habe, hin zu
einer Pidagogik fiir den Frieden, die internationale Verstindigung und
Friedensbereitschaft betone. Auch Sebastian Engelmann bestéitigt die-
se These, wenngleich er darauf hinweist, dass der Sozialismus Minna
Spechts im Sinne eines demokratischen Sozialismus ohne grofie Pro-
bleme mit einer Erziehung zum internationalen Austausch und zum
Frieden vereinbar ist (Engelmann, 2018). Zu einem &hnlichen Ergeb-
nis kommt auch Hermann Réhrs, der die Arbeiten von Minna Specht
schon frith im Zuge einer Friedenspadagogik fir das 21. Jahrhundert
wiirdigte (Rohrs, 1983). Laut Rohrs ist Minna Spechts aus dem Exil
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kritisch die Padagogik der Nationalsozialisten in Deutschland in den
Blick nehmende Analyse der Verhiltnisse eine zu Unrecht vergesse-
ne Perspektive. Denn sie habe klar Hinweise fiir den Umgang mit den
padagogischen Herausforderungen nach dem Zweiten Weltkrieg gege-
ben. Spechts Padagogik hitte somit Anregungen dafiir geben konnen,
wie ein Bildungs- und Erziehungssystem nach dem Zweiten Weltkrieg
hitte aufgestellt werden konnen; sie wurde wie viele paddagogische
Positionen aus dem Exil aber im Nachkriegsdeutschland aber unzu-
reichend zur Kenntnis genommen (Engelmann, 2022). Kurzum kann
festgehalten werden, dass eine Auseinandersetzung mit dem Werk
von Minna Specht aus zwei Griinden geboten erscheint. Zum einen
sind ihre Schriften Teil von einer weiterhin zu wenig beachteten, aber
laut Jurgen Oelkers durchaus relevanten, Ausprigung der reformpa-
dagogischen Bewegung und sind so ein Baustein einer differenzierten
Geschichte demokratischer Padagogik. Arbeiten zu Minna Spechts pad-
agogischen Uberlegungen erginzen damit auch die Diskussion um die
Reformpidagogik als Phanomen um weitere Perspektiven. Zum ande-
ren ist Spechts Padagogik eng verbunden mit der Geschichte der Pad-
agogik der Nachkriegszeit, zumal mit der Diskussion um die Reedu-
cation, die auch als friedensbildende Mafinahme verstanden werden
kann. Beide Argumente fir eine Auseinandersetzung werden in die-
sem Text geltend gemacht, um die Frage zu beantworten, welche Art
des Umgangs mit Kindern Minna Specht in ihrer Pidagogik wiahrend
der Zeit des Exils unter den herausfordernden Bedingungen entwickelt.

Verfiihrte Jugend — Minna Specht iiber die Padagogik

des Nationalsozialismus

Die gesamten pidagogischen Uberlegungen, die Minna Specht wih-
rend ihrer Zeitim Exil anstellt, basieren darauf, dass sie die Pddagogik
der Nationalsozialisten in Deutschland aus der Distanz analysiert und
kritisiert. Ihre paddagogische Position zeichnet sich dadurch aus, dass
sie kontrar zur Position der nationalsozialistischen Padagogik steht
und dieser einen Gegenentwurf entgegensetzen will.
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Insbesondere die tendenziell bereits vor der Machtergreifung der
Nazis vorhandenen militaristischen Tendenzen werden von ihr als
Ausgangspunkt fiir den piadagogisch-psychologischen Zugriff auf die
Jugend ausgemacht:

,Diese militdrische Gesinnung, die auch in der Weimarer
Republik niemals wirklich gedchtet worden ist, wurde schon vor
Hitlers Machtergreifung in der Agitation gegen den Versailler
Frieden dauernd geschirt. Das Drohnen der Nazi-Propaganda,
das Wiedererscheinen von militarischen Aufmarschen, das
Aufriisten demonstrierten, die herausfordernde Sprache
gegentiber dem Ausland, alles zielte hin auf Krieg als den
notwendigen Schritt zur Wiederherstellung nationaler Macht
und Ehre“ (Specht, 1943, S. 82).

Der Krieg wurde nicht nur der erwachsenen deutschen Bevolkerung,
sondern auch den Kindern und Jugendlichen als einziger moglicher

Weg prisentiert, wie auch aktuelle Studien zum Aufwachsen und zu

Sozialisationsbedingungen im Nationalsozialismus betonen (Benecke,
2023a; Benecke, 2023b). Zugleich wurde dieser Weg als der ,richtige®
markiert und normativ iberhoht. Ziel der padagogischen Bemithungen

der Nationalsozialisten war es, ,,die Jugend hineinzuziehen als Partei-
ganger“ (Specht, 1943, S. 73), um sie so an das Regime zu binden. Auf-
grund der umfassenden und iibergriffigen Integration in das national-
sozialistische Wertesystem ist fiir die Zeit nach dem Zweiten Weltkrieg

deshalb klar, dass die Kinder und Jugendlichen eben nicht direkt an

ein alternatives politisches Programm — auch nicht auf ein dem Sozi-
alismus nahestehendes — gebunden werden sollen. Denn

»sie nach diesen Jahren einer verzerrten Politisierung auf neue
Programme zu vereidigen, wire die gleiche Verfiihrung, wie sie
uberall auftritt, wo die junge Generation vor Aufgaben steht, auf
die sie gefithlsmafig reagiert, fiir die aber ihre Urteilskraft in den
wenigsten Fillen ausreicht“ (Specht, 1943, S. 73-74).
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Verfiihrung und Politisierung sind die Stichworte, mit der Minna Specht
die Pidagogik des Nationalsozialismus charakterisiert. Eine Padagogik
gegen den Nationalsozialismus dirfe deshalb nichtin dhnliche Muster
verfallen. Sie misse von einer Politisierung der Jugend Abstand neh-
men. Zudem weist Specht darauf hin, dass die Padagogik des National-
sozialismus nicht die Urteilsfdhigkeit von Kindern und Jugendlichen
schulen, sondern stattdessen emotionale und kurzschlussige Reakti-
onen provozieren wollte. Treffend wird dies in einem englischsprachi-
gen Text von Specht formuliert, der im Jahr 1945 verfasst wurde und
ebenfalls in die Diskussion um die Erziehung von Kindern und Jugend-
lichen nach dem Zweiten Weltkrieg einzuordnen ist:

»They were moved by fanaticism, by an exaggerated sense of their
own importance, by the feeling that the Fithrer depended on
them, by the conviction that their entry into the war might turn
the tide and destroy the enemy’s illusion that Germany
was defeated” (Specht, 1945b, S. 127).

Specht betont hier, dass Kinder und Jugendliche in den padagogi-
schen Institutionen des nationalsozialistischen Deutschlands derart
adressiert wurden, dass ihr jeweils individueller Beitrag der wichtigs-
te fur das Fortbestehen des Regimes sei. Sie wurden in ihrer jugend-
lichen Selbstiberschitzung als wirkméachtige Individuen angespro-
chen; ihnen wurde vorgegaukelt, dass sie als Individuen eine Rolle im
Staatsapparat einnehmen wiirden. Letztlich, so Specht, sei dies aber
immer nur ein leeres Versprechen gewesen. Die Kinder und Jugend-
lichen seien stattdessen indoktriniert und zu einem Werkzeug des
nationalsozialistischen Regimes gemacht worden, wie die Padagogin
schon 1939 schreibt, um die Relevanz einer anderen Erziehung zu beto-
nen: ,This is so much more urgent since the young generation in the
totalitarian countries is made a mere tool of its governments, a thing
as far from humanity as any kind of authority is from real education®
(Specht, 1939, S. 52). Mit dieser Kritik ist zugleich die Stofirichtung
der Padagogik Minna Spechts negativ bestimmt: Ihre pddagogischen
Uberlegungen richten sich gegen den vermittelten Wertekanon der
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nationalsozialistischen Pddagogik. Specht erhebt den Anspruch, Kinder
und Jugendliche auf eine Welt vorzubereiten, in der der Nationalsozia-
lismus nicht mehr moglich ist. Um ihre Padagogik aber derart auszuge-
stalten muss Specht ihr Bild vom Menschen explizieren und erldutern,
wie mit den Kindern und Jugendlichen umzugehen ist, die in Deutsch-
land herangewachsen sind. Die Frage ist die, wie mit einer durch Krieg
und menschenfeindliche Erziehung traumatisierten Jugend umgegan-
gen werden soll. Dabei steht auch die Frage, ob Padagogik tiberhaupt
eine Moglichkeit des Umgangs mit diesen Kindern und Jugendlichen
ist im Raum — und fiir diese Frage findet Specht klare Antworten, die
mit ihrer Vorstellung vom Menschen und damit auch von der Natur
des Kindes verbunden sind.

Erziehung zum Frieden — Das Kind als Kriegsopfer

Kinder diirfen nach dem Zweiten Weltkrieg nicht als Téter, sondern
missen als Opfer des Nationalsozialismus gesehen werden. Minna
Specht macht sehr deutlich, dass in der Nachkriegszeit potenziell auf-
tretende Probleme im sozialen Umgang nicht mit Kindern selbst zusam-
menhéingen, sondern ein Ergebnis der nationalsozialistischen Indok-
trination seien:

,Das a-soziale, nein, das anti-soziale Kind steht vor uns, nicht
weil seine urspriinglichen Anlagen es auf diesen Weg treiben,
sondern weil Losgerissen sein, Entfremdung vom nattrlichen
Schutz plus Propaganda Abwehrkriéfte hervorrufen, durch die
es sich seiner Haut zu wehren sucht und die es dahin bringen,
die Welt um sich herum als Feind zu betrachten“ (Specht,
19454, S. 114).

Das Grundproblem einer Erziehung nach dem Nationalsozialismus
besteht folglich fiir Specht darin, die aus ihren Verhéltnissen gerisse-
nen und gegen das soziale Miteinander positionierten Kinder wieder in
ein Verhiltnis zur Gesellschaft zu bringen, ihnen Sicherheit zu geben
und ihre Erfahrungen aufzufangen. Sie macht klar, dass Kinder und
Jugendliche nicht endgiiltig durch den Nationalsozialismus ,,verdorben
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sind, sondern das durch padagogische Arbeit gegen die erlernten Ver-
haltensweisen und Wertevorstellungen angegangen werden kann. Das

durch den Nationalsozialismus aufgebaute Freund-Feind-Schema in

gesellschaftlichen Zusammenhéngen musse dafir zunéchst abgebaut
werden. Statt einer Erziehung zum kriegerischen Gegeneinander brau-
che es eine Erziehung zur Verstiandigung:

,Es ist unbedingt erforderlich, die Erziehung zum Krieg
durch eine Erziehung zur internationalen Verstindigung zu
ersetzen, und wir mussen die gemachten Anregungen prifen,
um herauszufinden, wie weit sie diesem Zweck dienlich sind“
(Specht, 1943e, S. 200).

Dieses Erziehungsziel ist schon Hinweis auf die Form der padagogi-
schen Arbeit selbst. Inhalt und Form miissen sich laut Spechtin pida-
gogischer Praxis entsprechen. Statt erneut auf Indoktrination zu setzen,
seien Kinder und Jugendliche so zu adressieren, dass sie selbst Erfah-
rungen machen konnen. Erziehung wird auf diese Art zu einer bilden-
den Angelegenheit, die auch verschiedene Positionen aufnimmt, zur
Prifung vor die Urteilskraft der einzelnen Individuen stellt und dann
ein rationales Entscheiden erméglicht:

,Eine solche Erziehung wirde die Menschen bilden, die
als Biirger eines solchen Staates und als Weltbtirger
die Entwicklung in diesem Sinn weiterfihren. Sie wiirde ein
Wachstum gewihren, in dem das Interesse der Jugend an
der Umwelt in steigendem Maf} Anregung und Betitigung findet,
in dem Konflikte nicht vertuscht oder unterdriickt werden, in der
die Jugend erlebt und erlernt, Gegensitze auf dem Weg
der Verstandigung zu 16sen” (Specht, 1943, S. 75).

Anstelle von Feinden wirden Partnerinnen und Partner im Gesprich
notig werden und anstelle von Ideologie miisse eine padagogische
Umgebung gestaltet werden, in der die Kinder und Jugendlichen selbst
Erfahrungen machen und wirksam werden kénnen. Statt Konflikte
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gewaltsam auszutragen, wirden diese Konflikte gemeinsam reflektiert
und im Modus der kommunikativen Verstindigung geldst werden. Ziel
dieses pddagogischen Arrangements ist es, Kindern und Jugendlichen
Selbstwirksamkeitserfahrungen zu erméglichen und sie zu Teilen einer
Gesellschaft zu machen, ohne sie zu instrumentalisieren.

Specht geht davon aus, dass auf diese Art die Jugend dazu befahigt
werden wiirde, Indoktrination abzuwehren und auch in der Zukunft
Versuche der Manipulation abzuwehren, letztlich im Geiste der inter-
nationalen Verstindigung zu handeln:

»|D]ie Jugend, die an diesen Anstrengungen mehr und mehr
bewufst teilnimmt, wiirde einen neuen Glauben wachsen sehen,
der in eigenen Erfahrungen seine Wurzel hat, der Glaube an die
Gemeinschaft der Menschen, ohne den, wie Gottfried Keller sagt,
der Patriotismus ein wistes, unfruchtbares und totes Ding ist“
(Specht, 1945¢, S. 133).

Einsichtin die Verhiltnisse ist fiir dieses gemeinsame Lernprojekt der
unabdingbare Ausgangspunkt. Minna Specht appelliert an Pddago-
gen und Pidagoginnen, auf die Vernunft von Kindern und Jugendli-
chen zu vertrauen, die in gut geregelten padagogischen Arrangements
aufblihen konnen. Der Idee, Bildungs- und Erziehungseinrichtungen
nach dem Sieg iiber Nazideutschland zu schliefen hilt sie entgegen,
dass diese Einrichtungen ein Stiick Normalitat bieten konnen, das die
kriegsgeschidigten Jugendlichen dringend bendtigen:

,Ein normaler Schulbesuch, ohne die Tendenz hurtig zu
bekehren, wird in vielen Fillen das Leben fur die Jugend und ihre
Eltern reibungsloser machen, mehr geformt, als wenn sie sich
selber tiberlassen bleibt oder neuen ,Betreuern‘ iiberantwortet
wird. Wir diirfen nicht vergessen, daf Ruhe und Alltag als eine
der wohltuenden Erscheinungen nach diesem Jahrzehnt eines
Kriegszustandes von Unzahligen herbeigesehnt werden“ (Specht,
1943, S. 87-88).
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Ruhe und Alltag, Rhythmus und Sicherheit sind Elemente der von
Spechtvorgeschlagenen Rekalibrierung des Bildungs- und Erziehungs-
systems. Spechts Vorschldge werden nur dann vollstindig nachvoll-
ziehbar, wenn ihr Verstiandnis von Kindern und Jugendlichen erneut
hervorgehoben wird.

Fir Specht sind Kinder und Jugendliche die gréfiten Kriegsopfer.
Kinder und Jugendliche wurden durch den Nationalsozialismus ihrer
grundlegenden Bediurfnisse nach Sicherheit, Nihe und Selbstwirk-
samkeit beraubt. Und mit diesen Erfahrungen missen die Kinder und
Jugendlichen einen Umgang finden:

»These children, starving both physically and mentally, are
tormented by bitter memories. They have learnt to hate and to
despise; they have to build up their future in a country liberated
but terribly exhausted. This youth is serious; it is not cheerful.
The gigantic work of healing the wounds of the children in
Europe, of preparing them for life will consist of thousands of
small tasks“ (Specht, 1944, S. 67).

Specht schreibt, dass die Kinder und Jugendlichen gelernt haben, zu
hassen und auf andere herabzuschauen. Sie sind fr Specht nicht bos-
artig oder vollig verdorben. Stattdessen sind sie ,,seelisch gestdrt, mit
bewufitem oder unbewufitem Widerstand gefiillt, [und] von dem dop-
pelten Leiden zu erldsen, Liebe zu entbehren und als Ersatz Propaganda
zu erhalten (Specht, 1943, S. 85-86). Kinder und Jugendliche wurden
im Nationalsozialismus indoktriniert und ausgenutzt —ihre Verhaltens-
weisen sind nicht etwa angeboren, sondern das Ergebnis eines Lern-
prozesses, der durch psychologische Manipulation unterstiitzt wurde.
Thnen wurde laut Minna Specht ein Gefithl der Relevanz gegeben, was
sich dann aber nie bestétigte. Dies fiihrte zu weitreichenden Stérungen
und Problemen, welche die Kinder und Jugendlichen auch nach dem
Sieg der Alliierten iiber Deutschland mit sich tragen. Aber diese Sto-
rungen und Probleme sind, wenn man Minna Specht folgt, nicht die
Schuld der Kinder und Jugendlichen. Stattdessen sind sie Symptome
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davon, wie sehr Kinder und Jugendliche als Opfer durch den Krieg
und durch das nationalsozialistische Regime geschidigt wurden. Und
gerade deshalb wird der Umgang mitihnen als langwierige, behutsam
auszuftihrende Aufgabe ausgewiesen. Nicht etwa die SchliefSung von
Schulen oder die Internierung von jungen Menschen sei angemahnt.

Ganz im Gegenteil wiirde sich nun die Chance ergeben, Kinder
und Jugendliche als Individuen ernst zu nehmen, sie in den Prozess
des Aufbaus nach dem Zweiten Weltkrieg einzubeziehen und so eine
friedlichere Welt zu schaffen. Daftir miisse aber zunichst der Natio-
nalsozialismus durch padagogische Mafinahmen konterkariert wer-
den. Umlernen ist die wichtigste Aufgabe nach dem Zweiten Weltkrieg,
die sich als padagogische Aufgabe offenbart, die es kritisch anzugehen
gelte: ,Die Umbildung der Menschen, die unter ihm erzogen worden
sind, werden wir versuchen (Specht, 1943, S. 85-86).

Fazit — Frieden als pddagogische Aufgabe und die Notwendigkeit

des Umlernens

Aus dem Exil schaltet sich die Padagogin Minna Spechtin die Debatte

um die Ausrichtung des Bildungs- und Erziehungssystems in Deutsch-
land nach dem Zweiten Weltkrieg ein. Sie schreibt von seelischen Wun-
den und davon, dass die Heilung dieser Wunden als Aufgabe der Erzie-
hung zu verstehen sei. Damit macht sie sehr klar, dass Kinder und
Jugendliche nicht etwa Tater, sondern Opfer des Nationalsozialismus

sind. Sie wurden indoktriniert, manipuliert, verblendet und nicht sel-
ten mit emotionalisierenden Versprechungen in die Organisationen des

nationalsozialistischen Apparats gelockt, in dem sie nicht etwa Indivi-
duen, sondern lediglich Zahnrider im totalitiren System sein sollten.
Spechts padagogisches Denken tiber das Bildungs- und Erziehungs-
system nach dem Zweiten Weltkrieg formuliert auf Grundlage dieser
Kritik zwei klare Einsichten, die als Grundlage fiir alle anderen pada-
gogischen Mafinahmen dienen. Die erste Einsichtist, ,daf} die Jugend
miflbraucht worden ist, gefahrlicher mifibraucht als irgend ein ande-
rer Teil des deutschen Volkes® (Specht, 1943, S. 86). Die zweite Einsicht
leitet sich dem padagogischen Anspruch Spechts einer Erziehung zur
Verstidndigung entsprechend direkt aus der ersten ab. Fir sie ist klar,
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,dafd der Versuch ihrer Rettung unternommen werden muf}, weil der
Mensch mehrist, als die Nazis vom ihm gehalten“ (Specht, 1943, S. 86).
Minna Specht will mit ihrem padagogischen Programm ermogli-
chen, dass Kinder und Jugendliche in einer Atmosphére des friedlichen
Miteinander erlernen, einen Umgang mit Konflikten zu finden und die-
se dann verstindigungsorientiert und ohne Gewalt 16sen. Dafiir traut
sie den Kindern und Jugendlichen viel zu, denn diese werden bei ihr
als verntnftig und grundlegend gut verstanden. Sie betont, dass Kin-
der und Jugendliche bei guter padagogischer Unterstiitzung zu der
von ihr angestrebten internationalen Verstindigung und zum friedli-
chen Miteinander erzogen werden bzw. diesen Lernprozess eigenstin-
dig vollziehen konnen. Im Nationalsozialismus wurde es ihnen ver-
unmoglicht, ihre Potenziale zu entfalten und sich entsprechend ihrer
Moglichkeiten zu entwickeln, was in einer Pddagogik nach dem Zwei-
ten Weltkrieg unbedingt zu vermeiden sei.

Mit diesen Uberlegungen ist der Pidagogik Minna Spechts eine
eigentimliche Aktualitit eigen. Auch heute basieren demokratiepa-
dagogische Angebote auf der Annahme, dass Kinder und Jugendli-
che lernen konnen, friedlich miteinander umzugehen, Welt sinnhaft
zu gestalten und durchaus dazu in der Lage sind, eigenstindige Ent-
scheidungen zu treffen. Die padagogische Unterstltzung von diesen
Lernprozessen wird als Querschnittsaufgabe aller Schulfacher der all-
gemeinbildenden Schule in Deutschland diskutiert und an verschiede-
nen Stellen in der erziehungswissenschaftlichen Diskussion — natio-
nal und international —immer wieder neu perspektiviert (Culp, Drerup
& Yacek, 2023; Engelmann, 2021b). Dabei wird zumeist auf demokra-
tietheoretische Ansitze Bezug genommen oder das Ideenspektrum
der Politikwissenschaft bemiiht, was auch fir den Bereich der aktuel-
len Friedenspidagogik gilt. Vorlaufer all dieser Ideen finden sich aber
insbesondere in der demokratischen Tradition der Reformpédagogik,
die allerdings ins Exil gedrangt wurde. Hier finden sich Ansétze und
Ermutigungen, Bildung human zu denken, die immer wieder in ihrer
Aktualitét tberraschen und gerade deshalb einen erneuten oder gar
ersten Blick wert sind.
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Abstract  Bosniaand Herzegovina (BiH) was
one of the republics of the former Yugoslavia
(SFRJ), a state with an established totalitarian
regime that kept its subjects under control
and imposed a recognized ideology on them.
Although it tried to present itself as a coun-
try with equal rights for all people, that was
not the case. Namely, the example of people
with disabilities reveals the double face of
the regime. While other republics developed

already inherited institutions for the care of
children with disabilities, BiH did not even
have a higher education institution for the
education of specialists for working with children and adults with disabilities until
the mid-1990s. Special elementary schools were also rare. In some elementary schools,
there were auxiliary departments for children with disabilities. Segregation was highly
emphasized and parents often hid their children because of shame and public con-
demnation. In this paper, I will try to show how the Republic of Bosnia and Herzegov-
ina treated special education within the state of Yugoslavia. Itis obvious that, despite
the needs, special education in BiH was underdeveloped. At the higher education in-
stitutions that trained future teachers, there was no mention of working with chil-
dren with disabilities. For the most part, schools solved this issue according to their
priorities and possibilities. Although they talked about the importance of health and
inclusion in the education of all, the example of this republic shows the opposite. So,
itis evident that the ideology of a totalitarian regime in the 20th century misuses the
concept of child health. In doing so, such regimes use childcare to publicly promote
their ideological intentions and social awareness while the situation in practice test-
ifies otherwise. From the data obtained by researching three pedagogical journals in
the period from 1958-1990, it is clear that special education remained somewhere
in the corner and that schools or teachers decided by themselves whether or not they
would accept these children into their environment. Therefore, the situation in edu-
cation in BiH, a society that called itself socialistic, often had results that showed the
opposite, and this was exactly what was reflected in the field of special education.

Keywords  children, special education, politics, ideology, socialism
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Introduction

This paper will shed light on one period of education development
in BiH, attempt to reveal the roots of the problem and the emergence
of special education, and to some extent determine the continuity
of the development of special education in Bosnia and Herzegovina.
It is important to note that in the researched time periods, different
terms were used to identify children with developmental difficulties
(retarded, defective, mentally retarded, moronic children...). At the same
time, the course of changes in education that were caused by the pub-
lication of the General Law on Education from 1958 and the appear-
ance of new laws as an upgrade to the basic law is of great import-
ance for this work. The interest of the existing governing structures
of that time was reflected in the laws and their form, but also in their
practical application. It is certainly useful to see the attitude of the
new government towards children in general, and especially towards
children with developmental difficulties. Of course, special educa-
tion as a social construction was not spared from various manipulat-
ive and political influences that tried to control it in different ways. It
can be clearly seen that the practical application of special education
has always been a manifestation of ideological influences. Long after
World War 1, special development of special education, separate from
regular schools, was encouraged in Bosnia and Herzegovina, which
was also reflected in the legal regulations stating that children with
developmental disabilities should be educated separately, in special
schools or institutes. Therefore, it was aimed directly at dual educa-
tion and separation, which persisted until 1990 and the recent war in
Bosnia and Herzegovina (1990-1995). Opéi zakon o $kolstvu' passed
in 1958 introduced changes in the entire education, at least theoret-
ically. It provided the legal framework, according to which other offi-
cial and authoritative acts were adopted. Thus, in 1960, Zakon o spe-
cijalnim $kolama?, Pravilnik o kategorizaciji i evidenciji djece ometene

1 The General Law on Education.
2 The Special Schools Act.
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u fizi¢kom i psihi¢kom razvoju®, and Pravilnik o organizaciji i radu spe-
cijalnih $kola* were passed. Here, it is also important to mention that
special schools were currently under the jurisdiction of the Ministry of
Education, while special institutions where children and youth with
limited development opportunities, moderately and severely disabled,
were accomodated, remain under the jurisdiction of social protection
(Sarenac, 1999). So, this is the first research period, 1958-1970, when
legislation related to education was established.

From 1971-1980, there was a reform of the school system, to which
most of the researched texts were devoted and which was hailed by
the majority of authors as an urgent need (Niki¢, 1973; Me$trovié, 1974;
Ljepojevi¢ & Sudié, 1974; Markovié, 1972). Also, this is the period of
entry into force of the Zakon o osnovnom obrazovanu i vaspitanju® in
1971. This Act contributed to the numerous establishment and devel-
opment of special departments at regular schools. It repealed Zakon
o specijalnim $kolama and special education became an integral part
of the unique school system in BiH. In this period, more precisely in
1978, the new Nacrt Zakona o osnovnom obrazovanju i vaspitanju®
came into force, which, in Article 154, determined that every primary
and special school must have a pedagogue in its composition, and that
he/she has the position and responsibilities of a teacher.

From 1981t01990, a new school reform was introduced, which was
propagated loudly and which confirmed that the original reform was
not properly implemented, or at least not completely. Also, the new
refined Zakon o osnovnom obrazovanju i vaspitanju’, 1989, was adop-
ted. Thisis the time when, finally, the first departments and educational
groups for preschool children with disabilities in mental and physical
development are opened. Preparatory departments were also opened

3 The Regulation on the categorization and registration of children with disabilit-
ies in physical and mental development.

The Regulation on the organization and operation of special elementary schools.
The Act on Basic Education.

Draft Law on Basic Education and Upbringing.

The Act on Basic Education and Upbringing.
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at all institutions for deaf, blind and mildly mentally disabled children
and at special elementary schools in BiH. In the 1989/90 school year,
the first educational groups for mildly mentally disabled children were
opened at preschool institutions in Sarajevo and Zenica (Sarenac, 1999).

Pedagogical Journals

Three pedagogical journals (Prosvjetni list, NaSa $kola and Porod-
ica i dijete)® which were published in the investigated period from

1958-1990, contributed to a better understanding of the situation in

education in general and in special education in particular. These ped-
agogicjournals are conceptually different both in appearance and con-
tent. For this paper, most contributions were taken from Prosvjetni list

because it transferred the experiences of all schools in the Republic

of Bosnia and Herzegovina. Thus, statistical data were published and

numerous examples of violations and non-compliance with the Law
were cited when it comes to various forms of school obligations. This

journal also conveyed the political views of certain structures of that

era, and brought excerpts from laws that related to education. Cer-
tain contents, current for the researched time, often broughtidentical

information, which was especially pronounced when presenting stat-
istical indicators. Prosvjetni list dealt with topics such as laws, regula-
tions and all other normative legislation related to education and edu-
cational workers, while Nasa skola and Porodica i dijete commented on

the need to humanize relationships within schools, family education,
pre-school education, and problems in teaching and proper imple-
mentation of the teaching process. All three jorunals equally pay atten-
tion to social inequality. Prosvjetni list also informed about the need to

train professional staff in the teaching of defectology due to the con-
stant deficit. Thereby justifying its purpose as a trade union newsletter,
because it mainly deals with the problems of educators and improving

their status, but also points to their responsibility regarding the edu-
cation of children and adults (Sugnjara, 2013).

8  Educational news, Our School and Family and Child.
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In school, the conditions were such that the passing rate in edu-
cation was the main item in everything. The emphasis was mainly on
insufficient students, and the good ones were left aside, thus weak-
ening their ambition and motivation. With all these issues, it would
be difficult to expect due attention to be paid to the needs of children
with mental and physical difficulties. However, as the Zakon o spe-
cijalnim $kolama® was enacted in 1961, certain actions began to take
placein society. Children who need additional supportin teaching are
starting to be in focus more, the issue of financing special schools and
departments that should have been established as soon as possible
due to the needs was raised. Namely, until 1961, not a single special
school was built, nor was any other building intended for these pur-
poses. There were special departments at regular primary schools in
larger towns, for deaf and mentally underdeveloped children. It was
emphasized that this schooling is more expensive than regular school-
ing, and that considerable funds should be allocated for categorization,
which often did not take place in the right way or did not take place
at all. From the articles, it was learned that the Social Insurance Insti-
tutions and municipalities were obliged to pay the education costs of
these children, but they did so only in cases of categorization. The cat-
egorization process took place very slowly and many obstacles stood
in the way of this process. Thus, we can mention the reluctance of
schools to cooperate, the refusal of parents to send their children to
this process, but also the lack of professional staff for evaluating chil-
dren with developmental difficulties and carrying out specialization,
as well as various administrative obstacles that did not work in favor
of children and their parents. The situation became somewhat bet-
ter with the adoption of the Regulation on records and categorization
of children in 1962. Obviously, social needs and constant initiatives
of certain institutions and individuals accelerated this process, and
contributions in the mentioned pedagogical journals probably also
contributed to this (Susnjara, 2013).

9  The Special Schools Act.
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Lack of Staff and Institutions

Many articles in magazines were devoted to recruitment problems in
special education. In BiH itself, judging by the content of the articles
covered, there was no particular interest in the study of this pedago-
gical area. Perhaps the reasons for this were the non-existence of these
higher education institutions in Bosnia and Herzegovina. At that time,
few could go to study in Zagreb or Belgrade. Therefore, the education
authorities offered scholarships for going to this study, however, stu-
dents from other republics who, after completing their studies, did
not stay in BiH, but returned to their home republics, applied for the
competitions. Why the response of local students was so weak is not
clear from the articles, butitis assumed that they were not motivated
enough or that the social community failed in its efforts to bring this
field closer to high school students and future students and highlight
its value and humane need, as well as its quality. However, teaching in
special departments at regular schools and institutes was carried out
by teachers, for whom one author points out: “Namely, they manage
as they know and know how, they are left to their own devices as far
as the curriculum and teaching aids are concerned, as well as the help
of experts” (Koraé, 1962, p. 4). This author also thought that his article
could encourage the editors of Prosvjetni list to motivate readers and
associates to give their contributions and comments about special edu-
cation, because this would be almost the only way to exchange exper-
iences among teachers-specialists, but also to attract attention of the
entire public or at least educational. It is obvious that special educa-
tion was still in the phase of initial development in 1962 and that this
process proceeded very slowly: “[...] because almost nothing has been
done on the reform of special education, and what has been done is
imperceptible” (Koraé, 1962, p. 4).

As a bright spot in these years, the news of the founding of a com-
pletely new institution for that time, in 1963, namely the Medical and
Pedagogical Counseling Center in Prijedor, which people initially
refused to accept, but later not a single decision was made about the
mentally disabled children or children with other difficulties in the area
of the Prijedor municipality without consultation with the experts of
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this institution. This made the work of parents, teachers, and social
workers easier. In this case, the municipal authorities were the initiators
of this project. In order to improve the situation in this branch of edu-
cation atleast to some extentin other areas of Bosnia and Herzegovina,
the state tried to organize seminars for teachers of special schools and
institutions from all republics, in which special pedagogues also parti-
cipated. The seminars are mainly organized by the Central Board of the
Association of Special Education Teachers of Yugoslavia.'® This is how
we learned about the problems that were constantly present in spe-
cial education throughout the country, starting with the fact that there
was not a single scientific-professional institution at the level of the
republics or atleast at the federal level that specifically dealt with the
study of special schools. There was also a big difference in the curricula,
as if they were not dealing with children with the same difficulties.
The problem of personnel and funding was highlighted this time, as
well as the lack of textbooks for this field. Over time, it was discovered
that the number of children with disabilities in mental and physical
development was increasing, while the number of special schools and
departments remained the same, symbolic. One of the authors stated
that with the increasing inclusion of children in eight-year schooling
in 1968, an increasing number of children with various physical and
psychological difficulties appeared (Krunié, 1968). Although many
schools, authorities and society made great efforts to expand the net-
work of special schools throughout Bosnia and Herzegovina, most
municipalities were not ready to cooperate. Some of them, despite the
difficulties and financial expenses, started to categorize students, but
that’s all that was done. If there was a will and an initiative was taken
to send categorized children to special schools or institutes, there were
simply not enough of such schools. Therefore, parents wondered what
the purpose of categorization is, if children continue to stay in regular
school and repeat the same class there for several years, and at the same
time make the work of the teacher more difficult and attract negative

10 Centralno drustvo defektologa Jugoslavije.
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attention to themselves (Su$njara, 2009). The author Krunié conveys
the common belief at that time that the presence of children with dis-
abilities “also negatively affects the other students and the success of
the class, even the school as a whole”, and points out thatitis not nat-
ural to keep these children with ‘normal’ children, because it is unfair
and harmful (Krunié, 1968, p. 4). Itis evident from everything that chil-
dren with disabilities are completely separated from regular schooling,
that they are educated and brought up in isolation from other children.
Thus, the seventies were entered in a ‘segregated’ mood. Although from
the political scene it was emphasized that “we need education which
would prepare and educate our children for life in which only work and
labor results define the position of human beings within society. The
school has an irreplaceable role in the development of self-managed
socialist awareness of the young generation. This is an important con-
dition for the young generation if we want them to take over respons-
ibility for further self-managed development of our society” (Mesi-
hovié, 1987, pp. 4-5). Article 7 of the Constitution of Yugoslavia (1963)
states: “Only work and the results of work shall determine a person’s
material and social position. No one may directly or indirectly gain
material or other advantages by exploiting the work of others” (Hor-
vat, Markovié & Supek, 1975, p. 258).

Forced Integration

In addition to children with mental and physical disabilities, in the
period 1971-1980, some other categories of children with special needs
appeared, namely traveler children, children from poor families, chil-
dren with learning difficulties, children who lived in student dormitor-
ies or children without parents placed permanently in homes or other
families. Children who came from the provinces to larger cities were
mostly different from other children in terms of their clothing, beha-
vior, knowledge, etc. They were often the object of ridicule by other
children, and there were times when there were conflicts between chil-
dren or children newcomers were forced to leave school. The element
of social inequality was very present among these children and this
made the situation even more difficult. In this case, the necessity of
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a psychological-pedagogical service, of which we find no trace in this
period, was particularly evident (Su$njara, 2013). Integration is a word
that does not appear in this period, exceptin cases where it has a neg-
ative connotation, i.e. the unwanted presence of disabled children in
regular classes. It is obvious that many factors influenced such views,
such as the omnipresentilliteracy and lack of education of a large num-
ber of the BiH population, insufficient awareness and education of the
teachers themselves, and the government structure as well. Legal reg-
ulations were tried to be implemented and respected, but only when
great pressure was exerted. There are rare examples of self-initiative
action by individuals in the field of upbringing and education, espe-
cially special education (Sugnjara, 2009).

Through the introduction of new laws, that s, the improvement of
already adopted ones, efforts were made to give special education the
shape and place it deserves in society as soon as possible. The repres-
entatives of special schools advocated for a special law that would solve
the problem of special schools at all levels. Basic education covered
more than 3,000 children, and it was estimated that there were about
85,000 children in Bosnia and Herzegovina who needed to be provided
with special education and professional education (Sajatovié, 1971).
The new Curriculum tried to contribute to the same goal, stressing
that special departments must be opened for children with disabil-
ities in mental and physical development, because they cannot fol-
low the provisions of this curriculum, which, as usual, is adapted to
students of average intellectual abilities. This represented another
type of selection and isolation of these children from regular classes,
supposedly for their good, but in most cases for the ‘good’ of those
who were not ready to face this problem. However, due to unresolved
funding, the issue of opening special departments remained open and
waited for better times in the future. Thus, in the majority of schools,
some form of forced integration took place, in which, in the end, the
children who were supposed to be provided with an individualized
approach to teaching, which could not be implemented because there
were no adapted teaching programs, textbooks and specially trained
teachers in Bosnia and Herzegovina (M. N., 1972). When it comes to
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the categorization of children, the author Biki¢ (1971) complains that
this assessment procedure was carried out partially and unsystemat-
ically. If it had been carried out in the right way, by committee and in
an organized manner, the results would have been absent because the
social community would not have ensured the conditions for timely
and appropriate placement of children with difficulties. “Special edu-
cation was put in a second class on the track” (Tomlinson, 1982, p. 6).

Prejudice and Social Division

The special elementary school in Tuzla was initially considered a ‘school
for the insane’ (Mahmutagi¢, 1971, p. 8). Therefore, parents avoided
sending their children to these schools, precisely because of prejudice
and mockery. All this only created additional problems for the chil-
dren and slowed down the possibilities of their, already questionable,
further development. The aforementioned school in Tuzla has shown
through its work and results that with the right approach, individu-
als can achieve knowledge according to their capabilities, and it soon
became too small to accommodate all those interested. In order for
these students to acquire secondary school education and become inde-
pendent, in 1973 four special departments were formed at the Voca-
tional school, two for semi-skilled workers and two for skilled work-
ers (Mahmutagié, 1973). This school could have been a good indicator
for other communities to take a similar approach with their students,
but this mostly did not happen. In 1974, there were four special schools,
two in Sarajevo and one each in Zenica and Tuzla, and one Children’s
Institute in Sarajevo (Sudié, 1974).

It is evident from the majority of the processed articles that the
entire school system in the Republic of Bosnia and Herzegovina was
still not ready to face the problem of students who have learning dif-
ficulties and therefore lagging behind in development. The cause was
partly due to legal regulations, partly due to teachers’ unwillingness
to face this problem, and partly due to ignorance of the problem itself.
It is also evident from the texts that children from poor families had
problems enrolling in and attending schools. Unfavorable financial
situation did not allow education according to their capabilities, and
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often their talents and needs remained undiscovered (Susnjara, 2013).
This is all the more surprising since the state at that time advocated
equity and social equality of all citizens, regardless of their place of res-
idence. The entire education system was under the control of the state
and the propagated ideology, and the goal was to create the impres-
sion of equal care for everyone. The entire educational system in the
socialist Yugoslavia was under constant obseravation of the ideology
that shaped and directed education. The same occured in BiH. “The
main idea that dominated the field of schooling was the unity of edu-
cation as a symbol of social justice” (Medves, 2020, p. 65).

The social division of society was very present and influenced the
creation of differences between students, depending on the area they
came from. Members of the poor levels of society were forced to attend
the nearest schools regardless of personal interest and wishes. Some
stayed out of school precisely because of the great distance or poor
material situation, and there was no special social initiative to change
this situation and improve the position of this category of society (Niki¢,
1973). Therefore, it was also difficult to find a job, and being without
ajob meant even deeper poverty. The economic reforms initiated in
Yugoslavia from 1960 onwards had an effect on the increased num-
ber of dismissed workers and thus new social problems. A slogan that
was widely used at the time that “From each according to his ability, to
each according to his needs” was changed into “From each according
to his ability, to each according to his work” which again put unem-
ployed workers in an unenviable position and brought them to the edge
of existence (Mihaljevié, 2019, p. 38). Being unemployed at that time
meant losing all rights and becoming a second-class citizen (Wood-
ward, 1995, p. 4). Therefore, many workers felt threatened and mar-
ginalized (Zupanov, 1971, pp. 22-23). The problem of mistreatment of
female children was also constantly present. In 1973, there were a sur-
prisingly large number of young women and girls who remained out of
any educational process, either because of the prejudices of the envir-
onments in which they grew up, or because of the authorities’ ignor-
ing of this problem. This led to a situation where young mothers, who
were the first educators of young people, were mostly illiterate, and
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this was a devastating fact. Illiteracy was otherwise a rampant phe-
nomenon in Bosnia and Herzegovina in this year as well, and educators
were, as the author says, themselves confused by the aforementioned
statistical indicators. “That’s why it’s a big problem, because it’s hard
even for literate people to getinvolved in modern life, let alone for illit-
erate mothers who need to offer their children some explanations and
help, but they’re not able to” (D.G., 1973, p. 2).

Most of the content from that period was written in order to attract
the attention of the pedagogical, educational, cultural and wider pub-
lic to the problems of schools, especially children who did not fit into
the given norms. Thus, almost all the authors are in favor of removing
the punishment from school and persistently relegation of children for
whom it is obvious that they cannot progress. If it is not possible to
place them in a special department or to work with them individually
in supplementary classes, then they should be put on the right track
using the method of relocate from class to class. It is not permissible
to bring down those who cannot achieve success because they have
intelectual difficulties. “Teachers like this are not pedagogically or mor-
ally up to the task of educating and modelling young people!” (Ljepo-
jevié, 1974, p. 6). Most of the authors condemned educators who per-
sisted in the practice of failing mentally disabled students, saying that
anyone who produces a repeater is a social problem and a bureaucrat
who only cares about the final indicators at the end of the year (KneZevi¢,
1975). Although the self-governing society propagated the equality
of everyone’s work, here is an obvious example of disrespect for the
set standards and everyone’s right to education. In spite of the egal-
itarian values on which socialist Yugoslavia was founded, social dis-
parities and class inequalities occured throughout the socialist period
and were continually increasing during that era (Popovié, 1977, p. 37,
Allock, 2000; Archer, 2014, p. 140).

There was also a great deal of criticism directed at schools where
children from troubled and poor families were not given the neces-
sary attention, but were, on the contrary, characterized by inappropri-
ate comments and ridicule. It often turned out that these children just
needed a more humane approach and more attention, and they were
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able to show satisfactory results (Mestrovié, 1974). However, there were
also a couple of articles that harshly criticize any gentleness with stu-
dents and believe that the only healthy attitude of teachersis to exclude
problematic children from school, because these children have a bad
influence on other students. Here too, the lack of a pedagogical-psy-
chological service, which the authors rarely mention, is evident, and
we conclude that it was still not significantly present in school prac-
tice at that time (Su$njara, 2013).

Opening Institutions and Taking Care of the Needy

In 1978, the Association of the Blind of Bosnia and Herzegovina, together
with typhologists, advocated the idea of integrating blind children
into regular education where possible. Efforts were made to encour-
age this process in the Republic of BiH as well, following the positive
examples of Croatia and Slovenia. By the way, blind children in BiH
were brought up and educated in institutions for blind children, which
were specially equipped for their needs and this, again, was a signific-
ant progress, considering the difficult beginnings. When talking about
secondary and higher education, a smaller number of blind students
attended a regular gymnasium, music or some other school without
interruption. Therefore, it could be expected that the integration will
be realized in the future in BiH, and until then it remains only a bold
attempt (Susnjara, 2009).

Most of the content does not only deal with the treatment of chil-
dren with disabilities, but also about the environment in which they
lived, and especially about their lecturers and the level of education of
their parents. Not knowing the reason for the child’slagging behind in
school and his/her needs, the parents, together with the teachers, mis-
treated the children. Wrong ways and procedures of ‘treatment’ were
resorted to both athome and at school. Here, the lack of a professional
person in the school (pedagogue or psychologist) is clearly noticeable,
who would be able to guide all three parties to the true essence of the
problem. One of the correspondents of Nasa skola agrees with this, say-
ing: “Our self-governing society, which is developing on the applica-
tion of the achievements of science, must also solve the problem of
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categorized students on the basis of modern achievements of psycho-
logy and pedagogy, as well as other sciences that treat this problem.
He is there and needs to be dealt with” (Gojanovié, 1969, pp. 239-242).

Nevertheless, the fact thatin the 1980s there was an increasing pres-
ence of pedagoguesin schoolsis encouraging. So thata certain burden
fell from the backs of those teachers who did everything to provide each
child with the same upbringing and education, and also facilitated the
work of children who were often deprived of a professional interview,
let alone treatment. Of course, opportunities for working with parents
and the entire community have also opened up here (Sugnjara, 2013).

However, through the analysis of all of the above, it is evident
that more has been done to improve the existential aspects of devel-
opment and the position of persons with developmental disabilities,
which cannot be said for the social and educational sphere. Integra-
tion remains a frequently discussed term in the late seventies and early
eighties, and it was considered thatit could only be implemented with
the presence of special education teachers in schools, who would be
the bearer of certain parts of the educational and rehabilitation pro-
cess, together with other subjects of the teaching process. For the pro-
cess of integration, social, professional and scientific conditions had
to be created in order to achieve a more serious elaboration of theor-
etical and socio-practical assumptions for the transition to the integ-
rative process. The often mentioned term of education reform seems
to have managed to take root and with its socialization orientation to
help change old-fashioned thinking and obsolete pedagogical proced-
ures in teaching (Susnjara, 2009).

Statistical indicators relentlessly showed that the Republic of Bos-
nia and Herzegovina still lacks qualified personnel in the field of spe-
cial education, which is evident in an article from 1981 in which the
author states that the situation with personnel will improve after the
opening of the Department of Special Education at the Pedagogical
Academy in Sarajevo (Mulabegovié, 1981). As it is known, that depart-
ment did not come to life until the end of the 1990s. Also, a large num-
ber of contributions advocate the importance of preschool education
of developmentally disabled children, and their early detection, so
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that preventive measures can be taken in time and these children can
be sent to the appropriate place. This would reduce the costs of soci-
ety, as well as the worries of parents. The non-opening of these insti-
tutions was often justified by the fact that the symptoms of difficulties
and retardation in these children were only discovered when they star-
ted school, which was unfounded, because in 1985 alone, 1,612 chil-
dren up to 7 years of age with disabilities in psychological develop-
ment and 601 children underwent categorization with disabilities in
physical development (Hromadzié, 1987). So, the numbers disproved
the claims and these children should have found their place in soci-
ety and in the educational processes. Also, until 1987, a special pro-
gram of educational activities for these children was not determined,
so classes were conducted according to adapted programs of other
republics (Susnjara, 2013).

Atthe beginning of the 1980s, there are also authors who advocate
integration in their texts, but a closer reading reveals that they consider
integration to be the inclusion of disabled children in special depart-
ments within regular schools, in an environment that these children
can share with their peers or atleast partially be with them during the
holidays, depending on the school’s availability. In BiH, some muni-
cipalities did everything to prevent the opening of special departments
within the school. Thus, some children stopped to be developmentally
disabled after completing the fourth grade and moving to the fifth grade
of elementary school, without consulting the expert committee. There
were strong prejudices that could only be broken by humane, prac-
tical work and the inclusion of these children in the daily work of the
school, and by working with parents and interested members of a cer-
tain community. [t was necessary to bring the culture of living and the
attitude towards others and differences to a decentlevel. The law also
states that these children should be integrated into regular schooling,
but in the manner shown in the draft for the social agreement on the
protection of children with disabilities in mental and physical devel-
opment from 1979: “Special education is an integral part of the educa-
tion and upbringing system. Itis realized within the framework of reg-
ular primary and secondary education. Special education includes all
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children with disabilities in mental and physical development, mildly
mentally retarded children, children with impaired hearing and vision,
physically disabled children with normal mental abilities. These chil-
dren receive their primary education in special primary schools, special

departments within regular primary schools and in special institutes,
which are important for the wider area of BiH. When children with dis-
abilities in physical and mental development complete primary edu-
cation, their further education and upbringing is organized in special

schools for secondary education and in centers where they are trained

for simple and less complex occupations” (Mulabegovié, 1981, p. 7).
In the meantime, desirable contents were constantly present, with

which ideological propaganda was filled even where there really was

no place for it. “Our humane socialist self-governing society is inter-
ested in every human being, and therefore also in developmentally dis-
abled children. But also if the company invests certain funds, it would

be normal for these funds to be returned; if not completely, at least

partially” (Veljkovié, 1978, pp. 287-293). Under socialism, “everyone

was supposed to be/come a worker — the income from employment

was to be/come the sole source of support for people of working age...”
(Mladenov, 2021, p. 6). However, some progress was made, and in the

1980s, a special elementary and secondary school was opened in Sara-
jevo (Sudnjara, 2013).

On the other hand, the introduction of social work in some schools
was a pressing need in certain areas of Bosnia and Herzegovina, espe-
cially those where illiteracy prevailed and normal, hygienic living con-
ditions were questionable. Thus, the example of the municipality of
Nemila was cited, as one of the more drastic ones, which warned about
the situation in smaller towns, and the complete poverty and special
lack of education of mothers, but also fathers, in 1985. And here again,
the apparently acute problem of the Republic of Bosnia and Herzegov-
ina must be mentioned. Namely, the staff situation, despite the efforts,
was still at a low level. At the state level, there was not even a single
nomenclature for the title of special education teacher, the possibilit-
ies of describing special education positions in the clinical, educational
and social part of social practice in the rehabilitation of the disabled,
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etc. were limited (Susnjara, 2013). Thus, social inequality was a fact that
could notbe ignored or wrapped in ideologically desirable texts. “The
assumption that the lower social class were mostly likely to produce
defective children became more pronounced” (Tomlinson, 1982, p. 29).

After all mentioned above, it is a devastating claim by one author
thatno record was kept of the actual number of children and youth with
mental and physical developmental disorders. This number was not
reported during the population census, nor did the Republic Institute
of Statistics keep records of those with disabilities in mental and phys-
ical development. However, according to some data cited in most of the
contributions, the estimated number of children and youth with dis-
abilities in mental and physical development was significantly higher
than the number of detected and categorized children (Andrié, 1981).
Also, the number of categorized children was significantly higher than
the number of those who were included in primary and secondary
targeted special education. Nor was the planned attendance of chil-
dren in this education fulfilled. The reasons for this state of affairs
were numerous, from the unsatisfactory number of commissions for
assessing abilities and classifying persons with disabilities to the lack
of social workers (HromadZié, 1987). When this situation was in 1987,
then one can understand the earlier periods, which did not even have
the conveniences of this modern age. It is important to note that in
this final period special teachers and teachers of various profiles, as
well as trade union representatives and politicians appeared as cor-
respondents for Prosvjetni list, or their views and views on the given
situation were quoted. They all agreed on one thing — the lack of pro-
fessional staff, insufficient care for children with special needs, and
the lack of seriousness of certain municipal and educational author-
ities in approaching this problem. We have seen that there were dis-
agreements at the state level due to the non-uniformity of the criteria
for recognizing the diplomas of different faculties of special education,
and that there was a lot of disagreement when determining the role of
special education and upbringing in regular classes. Often, the theory,
together with the laws, dictated one thing, and practice implemented
the other. Sanctions taken against schools that refused to grant these
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children the status of students with special needs were not mentioned
anywhere (Susnjara, 2013).

The Role of the Teacher

It was important to establish social services within schools in order
to provide protection and special care to children who were lagging
behind in development or causing problems at school. Social protec-
tion of youth and children was necessary at that time due to unresolved
social issues in many social communities. The schools alone could not
do much for these children, but by combining all social factors, a lot
could be done for the social care and care of the children. This repres-
ented a weak link in the school system of that era. In most of the texts,
the role of the teacher was imposed as crucial. The teacher was the
first person in the class who could notice the child’s difficulties. The
teacher was expected to take appropriate steps to alleviate the problem.
At the same time, no one dealt with the issue of professional training
of teachers and referrals to possible courses, so that they could fulfill
the obligations imposed on them. Counseling centers for the men-
tal health of children and youth were opened in Tuzla, where a team
of experts worked, but a special education teacher was not present in
that team. The information we learn about the position of mentally
retarded children is also interesting. Namely, the text claimed that cat-
egorized children had better treatment, because they were then sent
to special schools, than children who fell into borderline cases. They
literally stayed at the border. They did not manage in regular classes,
nor were they sent to special departments. These children were a con-
stant problem for the school, but also for society (Su$njara, 2009). We
also learn that in 1976 and after the categorization was carried out,
children were not sent to special schools or departments, precisely
because of the undeveloped network of institutions for sending chil-
dren to school. These kids were mostly worked by teachers, unmotiv-
ated to work, because they were, technological surplus, as education
workers were called then, who didn’t have enough standard hours or
were about to lose their jobs. Thus, the teachers felt punished, but so did
the children (Beus, 1977). Even though education was considered as an
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activity of national importance, teachers’ position was not adequately
recognized within society. They work hardly but their material status
was still lower than of those who worked in other public areas (Sugn-
jara, 2016). “The material position of the educational laborer was not
at a satisfying level, even though the general law of education determ-
ined the educational sphere as an activity of major social importance.
Therefore, such contradictory and unfavorable conditions provoked
a belief concerning educational laborers that they were not adequately
recognized socially and their material status was lower than that of
others with the same qualifications within the social and economic
spheres” (1li¢, 1989, p. 311).

Perhaps due to the lack of experience of the teaching staff in work-
ing with these children, the children became aggressive, showed devi-
ant behavior and were repulsive to the environment in which they
lived. At the same time, the school often knew how to be the cause
of the problem, but also the solution maker. Through supplementary
classes, it was possible to help eliminate the causes of falling behind
in school, because in this type of teaching, individual work with chil-
dren prevailed, which many authors recommended. If supplementary
education is applied in the right way, if it is focused on the needs of
children, then it fulfills its role (Markovié, 1972). In this part, we also
learned about the large presence of social differences among children,
which is surprising considering the principles on which the educa-
tion system of the Yugoslavia was based. Judging by the content of
the text, the distance between the school and the home, the elitism
of certain schools, family poverty, illiteracy, children placed in homes
or other families, repetition of classes and others contributed to the
differences. When it comes to repeating classes, an article is attached
that approaches the upbringing and education of children with spe-
cial needsin a very brave and humane way. The author advocates that
children with difficulties spend the period of determining their abilit-
iesin the conditions of regular classes, because itis beneficial for them,
because they could still adopt some of the content offered in regular
classes. Every child, however, has developed some specific factor and,
according to the author, could achieve above-average results in that
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area. If the child did not achieve special results in some subjects, s/he
should have been allowed to work and develop what he was interested
in, even outside the teaching process. More capable children would not
be bothered by such a child, and when he finally moved to the special
department, he would have had a period of familiarization with the
functioning of the school. Thus, the process of approaching normality
and possibilities would be more painless (Tobudié, 1980). The spirit of
integration and even inclusion can be felt in these proposals, so this
article is a great support for this work.

Conclusion

The period after the World War I1 is, in fact, characterized by notice-
able cultural and economic backwardness and lack of enlightenment
of the wider masses of the people in the new Yugoslavia. Therefore, the
state made great efforts to alleviate this situation and to train teach-
ing staff. Itis evident from the attachment that teachers’ schools were
opened, which were entered spontaneously and from which qual-
ity staff did not leave, which aroused the resentment of senior pro-
fessors and educational advisors. The principles and methods of the
old school were mostly implemented in the schools. The students sat
and listened, while the teacher presented the material. There was no
reverse process. Even corporal punishment was applied, especially
to children who were not able to get good results in their studies, all
with the blessing of their parents. It was not possible to talk about any
special work with children with developmental difficulties, because
schools were overcrowded, and special departments were a rarity and
were only found in larger cities. There were not enough textbooks, so
teachers used textbooks from other republics, primarily Croatia and
Serbia. As for the staff for special education, which developed slowly in
the Republic of Bosnia and Herzegovina, they were educated in Zagreb,
Belgrade or Ljubljana, but in insufficient numbers, which is why this
education stagnated. It follows from everything that the Republic of
Bosnia and Herzegovina was not and could not be fertile ground for the
development of pedagogy, because there were no institutional frame-
works for it. There was no chair for special pedagogy, there were no
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specialized pedagogical journals and textbooks for this field, there were
not enough schools, institutions and institutes, and, as we have already
said, there was a lack of appropriate personnel. Socio-economic, cul-
tural and educational underdevelopment were not fertile ground for
the development of pedagogical and advanced ideas. Teaching both
qualitatively and quantitatively-institutionally showed a tendency to
develop, although there was no significant shiftin those first years. Also,
young people from all backgrounds are not equally enabled to finish
school and get involved in productive work or public and cultural life.
Some educators, including correspondents of pedagogical magazines,
boldly and openly observed the situation on the educational scene in
the Republic of Bosnia and Herzegovina, and were critical of irregu-
larities and wrong work methods. They expressed their assessments
of the events and times in which they lived, and were especially ruth-
less when criticizing irresponsible teachers, principals and the entire
school staff for not complying with legal provisions and not provid-
ing all possible and prescribed services to children with developmental
disabilities. There were almost no pre-school institutions for children
with disabilities in mental and physical development, and these insti-
tutions were of great importance for the early detection of disabilit-
ies in children, and their timely prevention. However, if it is known
that until 1987 there was no specific program of educational activities
for children with developmental disabilities in BiH, but classes were
conducted according to adapted programs of other republics, then it
can be seen that this area still remains insufficient developed. “Spe-
cial education has developed as one of the most secret areas of educa-
tion, partly because of the medical connections and ideology of med-
ical confidentiality” (Tomlinson, 1982, p. 239).

The demarcation of regular and special education was reflected
both through legal provisions and through society’s attitude towards
this type of education. Dual schooling functioned in all three periods
of the research, although in the third there are glimpses of organized
integration in larger school centers. Namely, integration was carried
out in schools where there was a prevailing enthusiasm and desire



76 Historia scholastica 1/2024 10 Snjezana Su$njara

to help children with developmental disabilities, as well as their par-
ents, which is evident from the examples mentioned in the text. How-
ever, these were exceptions. We can say that there was also a negative
integration. Children with developmental disabilities, in fact, disap-
peared from the records of special departments within regular schools
and were integrated into regular departments. Illiteracy surprised the
ruling structures, although a lot of effort was made to overcome it. It
was devastating that the majority of the female population was illit-
erate, mostly young mothers. These are probably those girls whose
prejudices of their families contributed to their lack of education. Itis
obvious that there was little thought about the importance of women’s
education at that time. As Delors (1998) claims, the primary education
of women is important from an economic and a social point of view.
This inducement has confirmed to be one of the best modes to accom-
plish justifiable progress of a country and its economic development.

Asbirth ratesincreased, so did social inequality, as reflected in the
education of children who were far from the larger urban centers where
secondary schools were located. Thus, in BiH, secondary schools were
concentrated in 13 more developed municipalities. It is a devastating
fact thatin 1973 in Bosnia and Herzegovina there were 672,000 illite-
rate people aged 10 and over. Thus, every sixth resident was illiterate,
and only 9 % of the mildly mentally disabled were included in special
education. “Educational integration is by no means just the physical
placement of children with developmental disabilities in a regular scho-
ol, but it understands true inclusion in the work and life of the scho-
ol, which is ensured by creating a series of assumptions” (Potkonjak
& Simlesa, 1989, p. 276).

Segregation philosophy and practice in the past determined the
attitudes of society and individuals towards people with developmental
disabilities in special schools. People with developmental disabilities
were raised in separate spaces and cut off from the rest of society. Dual,
completely separate schooling was encouraged, which is also evident
from the legal provisions. All this only strengthened social stigmas and
resistance, and produced aversion towards the other and the different.
The non-acceptance of children with special needs contributed to the
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rigidity and homogenization of teaching, as well as to the creation of
the myth that, once a class with normal students is established, there
will be no need for additional modifications or adaptations, as would
be the case if one started working with children with special needs
(Stainback & Stainback, 1996).
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Abstract Between the two World Wars,
the Amsterdam physicist Philipp Abraham
Kohnstamm (1875-1951) became one of the
founders of Dutch academic pedagogy. In the
theory developed by Kohnstamm in the 1920s,
the war played a significant role in the back-
ground. Kohnstamm'’s philosophy of person-
alism was intended as a defense against fascist
tendencies towards Gleichschaltung and dic-
tatorship. With his educational ideas, Kohn-
stamm wanted to strenghten democratic cit-
izenship and the emancipation of the lower
classes. In the 1930s, Kohnstamm entered into
a debate with National Socialism and emerged

as a principled proponent of democracy and democratic education. As a German and
Jew of origin, who later became Dutch and Christian, the rise of National Socialism
strongly influenced Kohnstamm and it caused that he only finished three of the seven
planned volumes of his magnum opus. In this paper, in which Kohnstamm’s resist-
ance against war and dictatorship is further elaborated, the Dutch scholar is presen-
ted as a case of educational studies in wartime.

Keywords wartime, dictatorship, educational theory, Netherlands, democratic

citizenship

In this contribution, I aim to examine how war and dictatorship have

influenced the development of educational theories. In this regard, we

can think of academic pedagogues who aligned themselves with the dic-

tatorship in their work. However, I discuss a case study of a pedagogue
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who contrarely resisted the dictatorship, and, as I will argue, whose
educational theorizing cannot be separated from a context of danger
and threat of war, repression and dictatorship. Although the case study
pertains to the neutral Netherlands during the First World War, I will
argue that even in this context a culture emerged in which war left
a significant mark. This became true for the Second World War and
especially for the Jewish pedagogue I want to introduce.

I will accomplish this by outlining the intellectual development
of the Dutch scholar Philipp Abraham Kohnstamm (1875-1951). He
became one of the pioneers of Dutch educational studies in the 1920s,
drawing from the German tradition of geisteswissenschaftlichte Pad-
agogik. Kohnstamm formulated his theory between the two World
Wars, and his ideas can only be understood in the context of war and
dictatorship. In three consecutive paragraphs, I will outline Kohn-
stamm’s intellectual development by analyzing his most important
publications, which shed light on the questions of war and dictatorship.

The effects of war on education and the pedagogical domain have
received considerable attention in historiography, particularly regard-
ing the First and Second World Wars, both within and beyond Europe.
Recent literature also addresses wartime memories of schoolchildren,
alongside the influence war has had on the schooling process (cf. Liu,
2024; McCulloch & Brewis, 2016; Vosahlikovd, Rochet & Weiss, 2007).
However, comparatively less attention has been devoted to the effects
of war on the formation of pedagogical theories, as this aspect is often
more challenging to discern. Simultaneously, examples such as the
well-known case of Maria Montessori illustrate that functioning under
a fascistregime requires various adaptations that may ultimately lead
to a rupture with such a regime, while the pedagogical ideological
system may continue to exist without its intellectual mother —in this
regard, Quarfood refers to the ‘fascistisation’ of Italian Montessorism
(Quarfood, 2022; Leenders, 2001). Kohnstamm, who had a personal
acquaintance with Montessori, made different choices.
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Revolt against Positivism

Philipp Abraham Kohnstamm was born in Bonn on June 17, 1875. His
father, Max Kohnstamm, a German Jewish banker, was employed at
a bankin Amsterdam. In 1867, he married Sarah Wertheim, also of Jew-
ish descent. Around 1870, Max had to resign from his position due to
a chronic form of manic depression, leading to his care in German san-
atoriums. In 1883, Sarah Wertheim returned to Amsterdam with her
three children, among whom Philipp was the youngest.

Following his education at the Hoogere Burgerschool, a novel type
of school emphasizing modern languages and sciences, Philipp Kohn-
stamm enrolled at the University of Amsterdam in 1893. He pursued
studies in natural sciences under the guidance of the esteemed physi-
cist Johannes Diderik van der Waals (1837-1923). Additionally, Kohn-
stamm attended lectures by the neo-Kantian philosopher Cornelis
Bellaar Spruyt (1842-1901), whose teachings prompted a shift from
materialism to Kantianism. In 1901, Kohnstamm completed his stud-
ies with a Ph.D., defended under the supervision of Van der Waals. Sub-
sequently, his supervisor appointed him as an assistant at the Phys-
ics Laboratory, where he contributed to high-pressure measurements.
Concurrently, he compiled the lecture notes of the late Bellaar Spruyt
into the Geschiedenis der Wijsbegeerte (1905), a history of philosophy
(for his biography, see Mulder, 1989, pp. 89-127; Exalto, Groenendijk
& Miedema, 2015).

In 1907, Kohnstamm became a privaatdocent (unpaid lecturer) in
logic and the theory of knowledge. In the opening lecture Transcenden-
teel idealisme he discussed the relationship between physics and meta-
physics. He sought to connect with Heinrich Rickert’s ideas about the
limitations of natural science and the right of a philosophy which takes
into account transcendent values (Kohnstamm, 1907). Kohnstamm
held this position only for one year because, in 1908, he was appoin-
ted extra-ordinary professor in thermodynamics as one of Van der
Waals’ successors. In his inaugural address Determinisme en natuur-
wetenschap, Kohnstamm opposed closed natural causality and, in his
view, the untenable determinism of natural science. He illustrated this
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with his field of expertise, thermodynamics. As far as experience goes,
the laws of nature are only highly probable and provide no strict proof
for or against determinism (Kohnstamm, 1908). He continued to hold
this chair in physics until 1928.

Kohnstamm’s education and initial steps on the path of science
took place in the decade 1890-1900, a period often referred to as the
revolt against positivism (cf. the classic study of Hughes, 1958). The
revolution was instigated by scientists such as Max Weber, Sigmund
Freud, Ernst Troeltsch, and Henri Bergson. Between 1890 and 1930,
a shift occurred in science, broadly characterized as a crisis of positiv-
ism: resistance against the dominance of the natural sciences and their
materialistic explanatory models, recognition of the significance of the
irrational and the subjective, and an awareness that the ideals of the
Enlightenment — knowledge is power — had encountered their limits.
In Kohnstamm’s generation of natural scientists, this shift became
apparent at the end of the first decade of the twentieth century (Eigner
& Van Lunteren, 2011; Klomp, 1997).

Kohnstamm was educated with the idea that natural science and
technology were the engines of progress, ultimately leading to greater
control of reality and, consequently, a better future for humanity and
society. The Hogere Burgerschool was a significant channel through
which this so-called bourgeois scientism was disseminated. However,
for Kohnstamm, positivism began to wane early on, as evidenced by his
lectures Transcendenteel idealisme and Determinisme en natuurwetenschap.
As hisinaugural lecture revealed, Kohnstamm had a profound interest
in the foundations of natural science, particularly focusing on the ques-
tion of causality, a theme that occupied him for an extended period.
In 1947, his study Vrije wil of determinisme was published, in which he
attempted to elucidate the problem area for a broad audience. In 1908,
he wrote that his opposition to determinism was considered ‘a dan-
gerous heresy’. Thus, Kohnstamm was also part of the revolt against
positivism, primarily conducted by him with philosophical arguments.

Kohnstamm opposed the causality dogma of natural science —the
compelling determinism of every event by a preceding cause —and also
took aim at the psychological monism of the Groningen philosopher
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and psychologist Gerard Heymans (1857-1930). According to Hey-
mans, there is only one mode of existence, and it is best explained

from the consciousness of humans. In his psychology, Heymans aimed

to investigate that consciousness on a scientific basis. Kohnstamm

sought to safeguard the autonomy of the human mind in relation to

the laws of natural science; he wanted to leave room for the religious

mystery as well. According to Kohnstamm, humans possess free will;

itisinherentin their nature to have the freedom of choice, or else they
would become mere machines. The iron laws of nature chain humans

to a world without prospects, a world where there is no room for reli-
gion and morality. However, these iron laws have been broken by philo-
sophy, revealing that the world is more complex than a mere calculation

(Kohnstamm, 1923, pp. 70-71). The unspeakable truth is best described

through the metaphor of a person, whom one can encounter but never
possess. In 1922, Kohnstamm expressed, ‘My whole soul rebels against

this doctrine, that the personality of one is fundamentally nothing more

than that of another, that this spatial-temporal-sensory world in its

particularization and concreteness is only an illusion through which

we must see to behold the one, undifferentiated, true essence of the

Idea’ (Kohnstamm, 1922, p. 308).

The revolution against positivism led various scientists on a quest
for a philosophy of life as a supplement to a science that turned out to
be more uncertain than initially thought. This uncertainty was rein-
forced by two factors: the discoveries of Albert Einstein, which shook
the belief in absolute time and space to its core, and the First World
War, which signaled the end of the progress faith based on natural sci-
ence — the war revealed the devastating consequences of the hailed
technological progress. Among the intellectual elite, this resulted, on
the one hand, in conservative cultural pessimism (as seen in Heymans),
and on the other hand, in an intensified search for a synthetic philo-
sophy of life. Kohnstamm utilized the arguments of relativity theory
and quantum mechanics to support his resistance against determinism
and the absolute status of natural laws. His crusade against determ-
inism began in 1908, a time when he was not yet acquainted with
Einstein’s theories; it was not Einstein but independent reflection on
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humanity and the world, guided by an orientation towards Christian-
ity, thatled Kohnstamm to his position (Kohnstamm, 1926, index sub
voce Quantentheorie and Relativiteitstheorie).

Kohnstamm sought a new balance, acknowledging that the old
standpoint of causality was no longer tenable, and he did not wish
to fall into complete indeterminism. After a meeting with Einstein in
1921, Kohnstamm argued to Heymans that life should be compared to
a game: every game is bound by rules that restrict freedom (the laws
of nature), but these rules can never determine the precise course of
the game, or else the game will lose its character: “All life, especially all
human actions, is a freedom restricted by rules.” According to Kohn-
stamm, nothing less than a new era in European thought had begun
because the determinism of the nineteenth century and absolute laws
of nature were outdated (Klomp, 1997, pp. 127-129). In 1933, he wrote
that we are living in the throes of a new era, “which mustbring a new
and universally accepted synthesis, or humanity will witness its demise
in chaos”. The issue of the relationship between constraint and free-
dom threatens to disrupt society, wrote Kohnstamm, primarily refer-
ring to the advancing National Socialism, but his speech indicates that
he also contemplated the ongoing discourse in the natural sciences
(Kohnstamm, 1933).

Kohnstamm was thus part of the revolt against positivism and
evolved during the shiftin the natural sciences between 1890 and 1930
from a materialist and idealist to a biblically inspired personalist. Philo-
sophically, he became an advocate of indeterminism and a defender of
human freedom of choice. His transition from the natural sciences to
the human sciences can be seen as a more or less logical consequence
of this evolution. However, before making that shiftin 1919, he emerged
as a champion of democratization.

War and Democracy

The bankruptcy of the belief in progress resulting from the First World
War led the liberal elite to cultural pessimism and fear of popular rule.
This elite was highly skeptical of expanding suffrage, fearing social
leveling and expressing concern about the preservation of civilization.
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Heymans was a spokesperson for this old liberal tradition, which sought
to link suffrage to intellectual competence, arguing that only the edu-
cated are capable of independent judgment and making the right
decisions. Kohnstamm had parted ways with this positivistic liberal-
ism, and for that reason, he strongly supported democratization and
suffrage expansion. He argued for this based on his conviction of the
fundamental equality of all humans, simultaneously rejecting revolu-
tionary socialism. He deemed the position that intellectuals who pos-
sess the ideal truth are better equipped for objective moral judgments
and therefore have more right to political decision-making authority as
a dangerous standpoint. In 1905 he became member of the Vrijzinnig
Democratische Bond (Liberal Democratic League) and in 1911 he was
a candidate for the Tweede Kamer (House of Commons). During the
campaign in Weststellingwerf, he had experienced that even the com-
mon man who had notreceived a bourgeois upbringing proved to reson-
ate with shared values. As an advocate for democratization, Kohnstamm
realized that this entailed a significant obligation towards popular edu-
cation and educational reform (Kohnstamm, 1934, pp. 27-28).

After the outbreak of the First World War, Kohnstamm deeply
reflected on the phenomenon of democracy. In 1914, he, along with
the theologian Arthur Joseph de Sopper (1875-1960), initiated the bro-
chure series Synthese, in which he developed a holistic vision of human
beings and society. With this initiative, he opposed the Dutch sys-
tem of pillarization and the orthodox-Christian antithesis as the basis
for political governance (cf. Baneke, 2011). In the same year, 1914, he
established the Religious-Democratic Circle within the Liberal Demo-
cratic League, where various professors were active, including the ped-
agogue Jan Gunning and the jurist Paul Scholten. The circle had its
own periodical for a short time, De Schakel, which addressed the rela-
tionship between religion and politics. According to the Circle, polit-
ical questions were fundamentally ethical questions, but, in its view,
religious parties were hindering societal reforms. Within the Liberal
Democratic League, where religion and politics had been strictly sep-
arated until then, this Circle did not gain much traction (Klijnsma,
2008, pp. 210-211).
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Kohnstamm was also existentially affected by the war. In October
1914, he assisted in the evacuation of Antwerp by bringing refugees to
the Netherlands with a truck. This deeply affected him to the extent that
he had to be admitted with a nervous breakdown in January 1915. Like
his father, he suffered from manic depression, which was exacerbated
by the war (Koch, 2023, p. 218). In 1915, Kohnstamm wrote a preface for
anew Dutch translation of Immanuel Kant’s treatise Zum ewigen Frieden
(1795), published by the Comité De Europeesche Statenbond (Commit-
tee for the European League of States). This committee advocated for
the preservation of morality and justice among civilized nations, con-
sidering a European league of states as the best guarantee for this. In
line with Kant, Kohnstamm rejected pacifism and Rousseau-inspired
anarchism, which expected the future natural excellence of human-
ity. Restoration of justice and morality were necessary to end the war
and prevent new conflicts. Kohnstamm quoted from a letter from one
of the leaders of the Kantgesellschaft with whom he had correspon-
ded, pointing out that science could play a significant role in restoring
contacts between Kulturnationen once peace was reestablished. Kohn-
stamm enthusiastically agreed with this viewpoint: although he sup-
ported democratization, he still believed in the leading role of science
(Kant, 1915, pp. V-XI).

Kohnstamm developed his vision of democracy in a series of
brochures and articles. According to him, democracy should not be
based on the equality of people, as democracy presupposes differ-
ence — diversity in gender, religion, and race is best guaranteed in this
form of governance. It is not equality but the equal worth of individu-
als that forms the foundation of democratic thought, and this kind of
equality is based on the essence of humans, namely their personality,
which must be able to develop freely and unbound within the frame-
works of justice and morality. No one should have dominion over the
personality and conscience of another. In his earliest reflections on the
idea of democracy, Kohnstamm already emphasized the importance
of education. He quoted the educational reformer Jan Ligthart, who
believed that all education is based on the certainty that the child has
a conscience — Kohnstamm connected this back to the democraticidea
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that should be spread through education. During the First World War,
Kohnstamm sharply distinguished personality from the community,
butin his later work, he would take a more nuanced position, emphas-
izing the importance of the community more strongly; at this stage, his
aim was to protect the individual from the coercion of conscience dir-
ected by demagogues steering the masses (cf. Vermeer, 1987).

For Kohnstamm, democracy is not primarily a system of govern-
ment but a mentality, an attitude towards our fellow human beings.
The fundamental equality of every human conscience, argued by Kohn-
stamm with a reference to Kant, means that differences in aptitude
and giftedness should not be decisive in democracy. Consequently,
a country should not be governed by a closed political caste of intel-
lectuals. Selection based on intellect is a very one-sided instrument;
as an educational scientist, Kohnstamm would later argue that this
applies not only to politics but also to schoolchildren. According to
Kohnstamm, the idea of democracy serves the human personality and
its freedom of conscience. The democratic political structure is best
equipped to protect this because, in a democratic arrangement, the
state serves as a servant of the legal community and, consequently, of
the human conscience. The outbreak of the First World War prompted
Kohnstamm to take a strong stance against the national states that, in
his view, were neglecting their duty. He held greater expectations for
a European league of states to prevent new wars and maintain peace
(Kohnstamm, 1917).

The Theory of Personalism

In 1915, Kohnstamm became a member of the board of the Maatschap-
pij tot Nutvan ‘t Algemeen (Society for Public Welfare), an organisation

that, based on an enlightened idealism, had attempted to contribute

to the education of the lower classes since 1784. The Society had been

looking for a professor of educational studies for some years, and in 1919,
Kohnstamm was appointed special professor of educational studies at
the university where he was already working. He also became director
of the Nutsseminarium voor Paedagogiek, a research institute asso-
ciated with his chair, which initiated empirical educational research.
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In his inaugural address Staatspaedagogiek of persoonlijkheidspaed-
agogiek (Pedagogy of the State or Pedagogy of the Personality) he once
more denounced intellectualism and rationalism. They are ultimately
based on Plato’s belief that the intellect will lead us to the ideal world.
Kohnstamm argues that the real world is of a historical, individual
and personal nature. It implies that we need other means to become
aware of reality as for example feeling in the arts, or the will in eth-
ics. To study reality we need a teaching that is different from the state
school created by liberalism or the dogmatic school of confessional-
ism. This new teaching needed to be adapted to each personality, which
included also will and intuition (Kohnstamm, 1919).

Kohnstamm was one of the first professors of educational studies
in the Netherlands, and thus, he had to shape this new discipline. In
1932, in addition to his Amsterdam chair, he was appointed extraordin-
ary professor at the University of Utrecht. Kohnstamm completed three
volumes of his system of personalistic philosophy entitled Schepper en
Schepping (Creator and Creation) described in the subtitle as “a system
of personalist philosophy on biblical basis”, i.e., the epistemological
part Het waarheidsprobleem (The Problem of Truth, 1926), the educa-
tional part Persoonlijkheid in wording (Becoming Personality, 1929) and
the theological volume De Heilige (The Holy One, 1931).

Kohnstamm’s personalism forms the theoretical basis for his educa-
tional theory, which can be summarised as a theory of the development
of each individual person into an incomparable and unique personal-
ity. Kohnstamm noted three pedagogical consequences of his personal-
ism. First, every personality is different, and uniqueness must be safe-
guarded; therefore, education must take the uniqueness of every child
into account. Second, there is no given system of laws and norms, and
the right thing to do differs for every person. The conscience guides
the making of normative choices and is the limitation of the subjectiv-
ity that may result from a philosophy wherein no law system is given.
Finally, Kohnstamm’s interpretation of personalism makes his the-
ory a pronounced Christian theory butleaves room for generally valid
pedagogical consequences. Kohnstamm commented that he intended
to write for a non-Christian audience as well. A significant source of
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inspiration for Kohnstamm’s theory was the German-American psy-
chologist William Stern (1871-1938), while in the I-Thou relationship
important to Kohnstamm, the influence of Martin Buber (1878-1965)
can be presumed (Hoencamp, Exalto, De Muynck & De Ruyter, 2022).

The space Kohnstamm allowed for other beliefs is in line with the
pluriform concept of truth he stood for. He described his personalism
as just one approach to the truth. Kohnstamm saw the recognition of
and freedom for other worldviews as logical consequences of his per-
sonalism because they suit the idea that each personality is unique,
with his or her own beliefs and interpretations. These consequences of
personalism also influenced Kohnstamm’s views about an ideal school,
in which personality is formed and space is given to all kinds of world-
views. Kohnstamm argued for a school as a place where children from
different backgrounds and diverse worldviews meet. Moreover, the
school should be a place where children from different social envir-
onments can work together and reduce the inequality of opportun-
ities in education. In this way, the personality will also be developed.

In the 1930s, he recognised the danger of National Socialism and
antisemitism and turned against anti-democratic tendencies in Dutch
society. In 1933 he dealt with the causes of antisemitism in his series
Psychologie van het ongeloof (Psychology of Unbelief). At the bottom of
antisemitism, he argued, lies the irreconcilible opposition between
Aryan and Biblical religion, which even in their secularised forms pre-
suppose a basic relation between I and Thou. In 1934 he links the con-
temporary forms of dictatorship with the Romantic cult of the Person,
which he opposses to Biblical Personalism. They are not only a polit-
ical system, but National Socialism, communism and fascism imply
a world view and a utilitarian training.

Asin his previous brochures on democracy Kohnstamm stated that
liberal democracy rests upon the absolute value of the individual, of
which, as Kant argued, conscience is souvereign. It implies that demo-
cracy presupposes humane education, which develops the awareness of
values and respect of the other. In 1936 the Comité van Waakzaamheid
(Committee of Vigilance) of anti-nationalsocialist intellectuals asked
Kohnstamm to write their first pamphlet, which warned the Dutch
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against the spiritual danger of National Socialism. Kohnstamm took the
matter to a philosophical level. Nationalsocialist anthropology, which
focusses on the community and asks the individual to be prepared for
sacrife, is opposed to rationalist anthroplogy of the Enlightenment,
which focuses on the selfish individual and approves gain at the cost
of society. It justly showed the inadequacies of 19th century thought,
but the inevitable consequences of National Socialism are the denial
of the human spirit, a glorification of violence and antisemitism. The
answer to the challenge only faith can give, that is, a reaffirmation of
the Dutch humanist tradition, Kohnstamm argued (Kohnstamm, 1936).
Much like how he halted his work in the natural sciences in 1914
with the outbreak of World War I, he found himself unable to com-
plete his magnum opus Schepper en schepping, intended to consist of
seven parts, due to the increasing manifestation of National Socialism
and antisemitism starting in 1933. His expectations for the future of
a “becoming humanity” collapsed. After the First World War, Kohn-
stamm was optimistic and began to write his own magnum opus with
the aim of establishing not only a pedagogy but a science of the human
person. The plan for this magnum opus was huge: Kohnstamm spoke
of “the construction of the whole”, comprising two series of three parts
each. Kohnstamm completed the first series of three volumes in 1931.
The second series — on ethics and sociology, esthetics and history —
would not materialise. This had everything to do with the Great Depres-
sion and the rise of fascism in the 1930s, as Kohnstamm wrote in an
autobiographical sketch in 1934: “I saw a line drawn through all my
reflections and expectations for the future of a growing humanity. This
whole society, in all its forms and proportions, has become shaken.”
Kohnstamm referred to “mental disruption and degeneration”, full of
bitterness and hatred, which must necessarily lead to a new war: “Can
one in this world, in which one of the greatest civilisations denies its
cultural task in such a painful way, as we experience and contemplate
every day, can one write in quiet isolation about the Beauty of God?
Maybe others feel capable of that; I can’t (Kohnstamm, 1934, pp. 42-43).
As aJew and German by birth, he could no longer seclude himself in
serene silence in his study with the growing antisemitic and National
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Socialist developments. In 1934, he wrote that the form of a grand sys-
tematic work did not suit this “deeply shocking time”. Believing that
if God was at work in history, it was for humans to wait and be silent.
The antisemitic measures of the Nazis affected Kohnstamm in 1940
when he was forced to resign from his position as a professor; the Ger-
mans excluded all “non-Aryans” from public functions. Dealing with
illness, Kohnstamm withdrew to his country house; since he was bap-
tized Reformed and married to a non-Jewish woman, during the early
war years, he faced no more interference from the occupation than the
average Dutch person. In the second half of the war, he was at risk of
being captured, but he narrowly escaped and survived the war.

Conclusion

Between the two World Wars, Philipp Abraham Kohnstamm became

one of the founders of Dutch academic pedagogy. In his educational the-
ory, the war played a significant role in the background. Kohnstamm’s

philosophy of personalism was intended as a defense against fascist

tendencies towards Gleichschaltung and dictatorship. With his educa-
tional ideas, Kohnstamm wanted to strenghten democratic citizenship

and the emancipation of the lower classes. In the 1930s, Kohnstamm

entered into a debate with National Socialism and emerged as a prin-
cipled proponent of democracy and democratic education. The rise of
National Socialism strongly influenced Kohnstamm and it caused that
he only finished the first series of his magnum opus.

To further explore the impact of war and dictatorship on educa-
tional theories, this case study needs to be placed in a comparative per-
spective with other scholars, different countries, and various contexts
in order to draw more far-reaching conclusions. A comparison with,
for example, Montessori can contribute to a better understanding of
the contextuality of educational theory and can elucidate the factors
that determine why one theory is susceptible to “fascistisation” while
another is less so, or not at all, but is sharpened by the confrontation
with dictatorship.

For now, we suffice with two considerations based on this case
study. Firstly, Kohnstamm developed his educational theory in the
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tensions of his time, his philosophy of personalism can be seen as
aresponse to the challenges of his day. When assessing Kohnstamm’s
theory, it is important to take this historical context into account. In
general, this leads to the conclusion that educational theories need
historical contextualization in order to be understood.

Secondly, Kohnstamm’s theory of personalism has been criticized
by some eminent philosophers of his time. However it can be under-
stood as a liberation of the mind from the entrapment of 19th century
philosophy of positivism and determinism, Kohnstamm was too quick
to fill the gaps with theistic metaphysics. Another weakness of Kohn-
stamm was that he wanted to reduce everything to the personal, indi-
vidual and concrete. That sometimes gave his considerations some-
thing vague and indefinable. But at the same time, it is attractive about
Kohnstamm’s personalism that it is not a closed system and can still
appeal to us today.
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Abstract  The Scout Boys, which had the ori-
ginal name Jundk in Czechoslovakia, began
official activity on our territory in 1914. Their
promisingly developing membership base
and attractive activity were disrupted by the
events of World War II. Even before the coup
in 1948, the Communists began massively
building their party structures. One of the
goals was to build a single and unified youth
organization under the control of the Com-
munist Party. Between 1945 and 1949, they
gradually “united” all children’s and youth
organizations that resumed their activities
after World War II. One of them was Jundk,
which before the war had the largest mem-
bership base in Czechoslovakia and a well-
developed system of working with children.
The goal of our research was to find out how
the children’s organization Jundk was incor-

porated into the Czechoslovak Youth Union after the communist coup in 1948 and how
its gradual transformation into the children’s Pioneer organization. In our research,

we used periodical professional literature and periodical press, archival sources in the
Slovak National Archives and the archive of the Slovak Youth Institute (IUVENTA) in
Bratislava, as well as unpublished memories of Mr. Jozef Miklo$, chairman of the His-

torical Commission of Slovak Scouting.

Keywords scout boys, pioneers, youth organisation, political abuse, communism,

Slovakia
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opment and Youth of the Slovak Republic VEGA No. 1/0190/24 Regime Engagement
vs. Silent Resistance in Totalitarian Education in Slovakia.
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Introduction
Uniting children and youth into a single and unified monolithic organ-
ization is a typical feature of all totalitarian regimes (cf. Kubat, 1965;
Kelly, 2007), be it Italian Fascism, German Nazism or Russian Com-
munism. These are political systems characteristic of the 20th cen-
tury, which is also referred to as the age of totalitarianism.” The main
goal of these organizations is to prepare children and young people to
become a new, successor generation for life in a country with a specific
totalitarian regime. Emphasis is mainly placed on their ideological pre-
paration which is in accordance with the ideology of the given regime.
Young people naturally trust adults, they believe that they want to pro-
tect them and guarantee their future, therefore, this very trust and inex-
perience of theirs can be easily abused. A detailed description of child-
hood and influence of society on children in individual stages of the
totalitarian regime in Russia can be found in Catriona Kelly’s monu-
mental book Children’s world. Growing up in Russia, 18901991 (2007).°
Childhood, according to Kelly, was a key phenomenon in moderniz-
ation ambitions of the Soviet Union, which sought to expand formal
education, provide comprehensive institutional care, and interven-
tions in family education. There would be nothing wrong with this, if
it was not clear abuse of state power to indoctrinate and consolidate
the regime. The Soviet model of childhood was a model that was suc-
cessfully applied, with minor or major deviations, in all countries of
the former Eastern Bloc after the World War II.

Recruiting young people in Slovakia for political goals was also the
task of the newly emerging organizations focused on working with chil-
dren and youth, first under the supervision of Hlinka’s People’s Party

2  See BOREJSZA, Jerzy W., ZIEMER, Klaus & HULA, Magdalena (eds.), 2006. To-
talitarian and Auhoritarian Regimes in Europe: Legacies and Lessons from the
Twentieth Century. New York: Berghahn Books, the Institute of the Polish Academy
of Sciences and the German Historical Institute, Warsaw. ISBN 978-15-718-1641-2.

3 Kelly describes childhood in the period that lasted until the Great October Social-
ist Revolution (1890-1917), from the October Revolution to the period of Stalin-
ism (1917-1935), in the period of Stalinism (1935-1953) and in the post-Stalinist
era, ending with the collapse of the Soviet Union (1953-1991).



Historia scholastica 1/2024 10 Studie Studies 99

in the First Slovak Republic during the World War II and later under
the supervision of the Communist Party in the restored Czechoslov-
akia in the post-war period*. The declaration of the first Slovak State
in 1939 was accompanied with great enthusiasm, as the Slovak nation
had an independent state for the first time in history. However, Slov-
akia was under a significant political influence of the Nazi Germany,
and Hlinka’s Slovak People’s Party became the only ruling party. In
education, emphasis was placed on the religious and national aspect,
which Stefan Polakovi¢ (1941), the state ideologist, designated as Slovak
national socialism. Although the duration of the Slovak state was short,
itwas a very dynamic period. Education was ideologized very fast and
it was misused for political goals, which has been mainly documented
by analyses of pedagogical journals, contemporary legislation and
archival documents.®

After the end of the war, taking into consideration the victorious
powers, it was completely clear that the restored Czechoslovakia would
focus on the East and its foreign policy orientation would change. The
basic features of the post-war regime were contained in the KoS$ice Gov-
ernment Program [orig. Ko$icky vlddny program], which was adopted
on April 5,1945 in KoSice. Besides defining the domestic political regime
as a people’s democratic one, the program also explicitly determined
the pro-Soviet foreign policy orientation. Also, it reflected adaptation
to the post-war growth of left-wing tendencies in society and political
influence of the Communist Party. The coup in February 25,1948 was
only a formal act by which Czechoslovakia became part of the Eastern

4 The First Czechoslovak Republic was established on October 28, 1918. Its first
division was caused by Germany’s preparations for war and the signing of the Mu-
nich Agreementin September 1938. However, during the World War II, there were
two separate states: on March 14, 1939, the independent Slovak State was estab-
lished and two days later, on March 16, 1939, Hitler issued the Decree on the es-
tablishment of the Protectorate of Bohemia and Moravia in the occupied Czech
territory. In 1945, the Czechoslovak Republic was restored.

5  See publication KUDLACOVA, Blanka (ed.), 2015. Pedagogické myslenie a $kolstvo
na Slovensku v rokoch 1939—1945. Trnava: Typi Universitatis Tyrnaviensis.
ISBN 978-80-8082-842-4.
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Bloc in the Soviet sphere of influence controlled by the communists.
It was completion of a long-term process, controlled mostly from the
Soviet Union, which began during the World War II and continued in
the so-called pre-totalitarian phase, between 1945 and 1948. A funda-
mental step in the creation of the communist regime was the adoption
of the Constitution of the Czechoslovak Republic by the Constituent
National Assembly on May 9, 1948 in Prague. The Constitution char-
acterized Czechoslovakia as a people’s democratic state which, thanks
to the victory of the working class, embarked on the path of building
socialism.

The research is focused on the development of youth organiza-
tion Jundk (name of the Scout Boys in Czechoslovakia) and its trans-
formation to youth Pioneer organization after the World War I1°. It is
obvious thatitrepresents an example of political instrumentalization
of work with children; however, we seek to examine the specific way
this process took place in. The aim of the research was to discover in
what way the gradual transformation of the children’s organization
Jundk into the children’s Pioneer organization, which was part of the
Czechoslovak Union of Youth [orig. Ceskoslovensky zviz mlddeze; CZM]
(hereinafter CUY) took place and in what way the inclusion of Jundk
to the CUY occurred. It represents an area of the modern Slovak his-
tory that has not been examined yet. Professional literature and press
of the given period, archival sources in the Slovak National Archives
in Bratislava, the Archives of the Slovak Youth Institute (IUVENTA) in
Bratislava, materials from the Scouting Museum in Ruzomberok and
from the private archives of Jozef Miklos, the chair of the Historical
Committee of Slovak Scouting, were utilized in the research.

6  Formore on education in Slovakia after the World War I and under communism
see OLEJNIK, Milan, 2018. Implementdcia marxisticko-leninskej ideoldgie vo sfére
vzdeldvania na Slovensku v kontexte politického vyvoja v rokoch 1948—1953. PreSov:
Universum. ISBN 978-80-89946-06-8 or KUDLACOVA, Blanka (ed.), 2019. Pe-
dagogické myslenie, Skolstvo a vzdeldvanie na Slovensku v rokoch 1945-1989. Trnava:
Typi Universitatis Tyrnaviensis. ISBN 978-80-568-0369-1.
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History of the Jundk (in the Czech Lands) and the Slovak

Jundk (in Slovakia)

The Jundk was a Czech scout organization that was founded on the
basis of the Woodcraft Indians movement (founded in 1902 by the
American writer, painter and naturalist who promoted the return to
nature, Ernest Thompson Seton) and the Boy Scout movement (foun-
ded in 1908 by the English General Robert Baden-Powell, as the first
British Scout organization). Antonin Benjamin Svojsik (1876-1938),
Czech pedagogue and physical education teacher, shaped the devel-
opment of scouting in the Czech lands and partly also in Slovakia. In
1911, he visited scouts in England “to see scouting with his own eyes’
(Nosek, 2002, p. 12). He realized that it is not possible to simply apply
the English model of scouting in the Czech environment, so he started
to use the name Jundk. Santora (2012) states that Svojsik had the ambi-
tion to take only those elements from the Baden-Powell system that

)

were acceptable for Czech conditions and enriched it with national ele-
ments. In 1912, he published the book Zdklady jundctvi [tr. The Founda-
tions of Scouting| and in the summer of the same year, he held the first

experimental summer camp in nature in Lipnice (Lenco, 2016). Fol-
lowing his initiative, Jundk — the Czech Scout —was officially founded

on June 15, 1914 (Belan, 2015). In 1915, Svojsik started publishing the

magazine Jundk.

In Slovakia, which was part of Hungary at the time, the Hungarian
Scout Association was founded in 1912. The first scout troop in Slov-
akia was founded on May 23, 1913 in Komdrno, its founder was Alex-
ander Karle. It was a troop of Hungarian scouts, students of the Bene-
dictine grammar school. In the same year, Hungarian scout troops were
established in Rimavska Sobota, Bratislava, Luenec, Trnava and other
towns. Their bases were not as big as in the Czech lands, they were
mainly Catholic scout troops. In March 1919, the first Slovak student
scout troop was founded at a secondary school (Realschule) in Zilina.
It was led by Jan Vancik and Gejza Khade, students of this school. In
April 1919, the first Bratislava scouts took a pledge under the leader-
ship of Albert Dutka at Zelezn4 studnicka in Bratislava. In 1919, another
Slovak scout troop was also founded in Presov, in April 1920 in Svaty
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Jur, in 1921 in KoSice, in Lucenec, and a little later in Banska Bystrica,
Trendin (Janota, 2015). According to Belan (2015), scouting in Slovakia
was officially founded only in the first Czechoslovak Republic in 1920.
The centre of Slovak scouting was Zilina, secondary school teacher
Franti$ek Smilauer was appointed a chief for Slovakia in 1921.

In the interwar period, several scouting organizations were formed,
differing in confessional, national or social basis, e.g. Catholic Scouts,
Evangelical Scouts, Jewish Scouts, even so-called Spartacus Labour
Scouts supported by the communists. The largest and mostimportant
unifying organization was Zvdz jundkov — skautov a skautiek republiky
Cesko-slovenskej [tr. the Union of Jundks — Boy Scouts and Girl Scouts
of the Czechoslovak Republic], which had the ambition to unify the
scouting organizations that emerged on the territory of Czechoslov-
akia after the war. However, this plan did not work, and many com-
paratively large scouting organizations existed side by side, some of
which were united in the competing Federdcia Ceskoslovenského jundka
[tr. Federation of the Czechoslovak Jundk]. The promisingly developing
membership base and attractive activities of scouting organizations
were disrupted by the events of the World War II.

In 1938, based on the regulation of the Slovak autonomous govern-
ment No. 70/38, all scouting organizations were abolished, except for
the Association of Catholic Scouts [orig. Spolok katolickych skautov].
Only a single organization was allowed — Hlinka’s Youth, into which
the Catholic Scouts were incorporated and which also took over their
property in May 1939 (Janota, 2015). Most scouts refused to collaborate
with the regime, and many scout groups carried out intense resistance
activities against the Nazis. After the declaration of the Protectorate
of Bohemia and Moravia, the Czech Jundk was abolished in 1940, too.

After the end of the war in May 1945, Jundk resumed its activity
with a mass response from the youth. At the end of 1945, it had over
144,000 registered members in the Czech Republic, only around 5,000
in Slovakia (Belan, 2015, p. 51). The organization also gained great
prestige due to its participation in domestic and foreign anti-fascist
resistance (Gubricovd, 2022). On October 2, 1945, a meeting of repre-
sentatives of Czech and Slovak scouts took place in Prague, where the
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delegates agreed to create a joint organization. Its formation was also
discussed at the first Slovak Jundk Congress in Zilina, between Novem-
ber 10 and 11,1945. Between February 10 and 11, 1946, the first post-war
Czech-Slovak Congress was held, at which the joint organization Cze-
choslovak Jundk was renewed.

The post-war Slovak Jundk operated on the pre-war principles.
Its activity was well-elaborated, well-considered and varied. Great
attention was also paid to the training of leaders (Pavlik et al., 1985).
The goal of Jundk was to supplement school education with extracur-
ricular activities. It also gained popularity through good marketing
and its magazines (Cinovnik, Jundk, Slovensky jundk, Skautka, Jundk hldsi
a Kapitdnska posta), which quickly expanded its membership base. As
aresult, several problems occurred, which had to be solved, e.g. lack of
clubhouses, campsites and spaces for scouts, and as reported by Knapik
etal. (2022), primarily the lack of leaders, which was one of the most
fundamental problems for post-war scouting.

“Fight for Unity of Youth” in Slovakia after the Second World
War and Transformation of Jundk to Pioneer Organization
The Communist Party of Czechoslovakia (hereinafter CPC) aimed at
creating a youth organization since its establishment (1921). However,
it succeeded only at the end of the World War I, when a new political
regime with a pro-Soviet orientation began to develop in Czechoslov-
akia. Even before the coup in 1948, the communists started building
their party structures massively. One of the goals was to build a unified
youth organization that would operate under the auspices of the CPC.

Restoration of Jundk vs. Establishment of Unified Youth Unions between
1945 and 1946

According to Cmolik et al. (1983), the foundations of a unified youth
organization in Slovakia were laid at the regional level, directly in
towns and villages where young people lived. Already during the Slovak
National Uprising (1944), “[...] the insurgent youth in Tisovec, Hnusta
and Brezno founded the organization Slovak Youth Union [orig. Zvaz
slovenskej mlddeze]. In January 1945, the Carpathian Youth Union was
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established in eastern Slovakia” (Ibid, p. 35).” Some members of the
communist party were trained also in the Soviet Union to work with
youth, as the Soviet model served as a model for building a unified
organization in Czechoslovakia (Martinek et al., 1982). At the initiative
of the regional leadership of the Communist Party of Slovakia (here-
inafter CPS), on January 30, 1945, the first youth meeting took place
in Kosice, at which they decided to establish a unified youth organiz-
ation, the Slovak Youth Union [orig. Zviz Slovenskej mlddeZe] (Barto$
etal., 1982). Official support for the forming Slovak Youth Union (here-
inafter SYU) was also shown by the leadership of the CPS at its confer-
ence held on February 28,1945 in Ko$ice®.

The process of ideological, political and organizational consol-
idation of youth unity in post-war Czechoslovakia was completed at
the beginning of 1946. Between March 21 and 23, 1946, the first con-
gress of the Czech Youth Union [orig. Zvazu Ceskej mlddeze] (herein-
after CYU) was held in Prague, and between March 28 and 31, 1946
the first congress of the SYU took place in Batovany.® At the congress

7  Aninteresting situation arose during the development of the pioneer movement
in Slovakia. In May 1945, the first pioneer units began to be formed at the Carpath-
ian Youth Union. They were intended for Ruthenian children between the ages
of 6 and 15. At the end of 1948, they united about 1,500 children. Simultaneously
with them, in 1947, pioneer units for Slovak children aged 10 to 14 began to be es-
tablished in schools. They were oriented towards the activity of the Slovak Youth
Union. Paradoxically, their development was interrupted in February 1948. Polit-
ical events oriented the leadership of the Slovak Youth Union to the integration
of Slovak Jundk into its own structures and its transformation into a “progress-
ive” children’s organization. Therefore, in the spring of 1948, the Slovak pioneers’
units were integrated into Jundk (Cmolik et al., 1983).

8 Inashorttime, the magazine Hlas mladych, which was a platform of the SYU, star-
ted to be published in KoSice. It was called Tribiina from its second issue (Barto$
etal., 1982, p. 288).

9  The town Batovany was named after Antonin Bata, a well-known shoe producer,
because he founded a big company there. However, Bata was unacceptable for the
socialist regime. The ceremonial renaming of the town of Batovany to Partizan-
ske took place on March 13,1949 and was attended by the Chairman of the Slovak
National Council Karol Smidke and Deputy Prime Minister and at the same time
Chairman of the CPS Viliam Siroky.
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in Prague, Jundk became a collective member of the CYU, and at the
congress in Batovany, Junik “became a collective member of the SYU”."
The prominent communist politician, Gustdv Husdk (vice-chairman
of the CPS at the time), commented on it as follows: “The organiza-
tion of the unified youth did not assert itself before the war. [...] How-
ever, the foundations were laid and they could not be disrupted. [...]
Generally, it was felt that after the liberation, things must be done dif-
ferently, therefore, the establishment of a solid unified youth organ-
ization was already planned during the harsh frontline battles.”" At
the congress in Batovany, the entry of the SYU into the World Federa-
tion of Democratic Youth was approved and the Presidency of the SYU
with the first chairman Ernest Sykora was elected.” The March con-
gresses in 1946 “represented ideological and organizational consolid-
ation of the unity of our youth”™ and the idea of unity was promoted
from the very beginning.

The strong unifying factor in Jundk, which was the anti-fascist res-
istance and its abolition during the World War II, grew weak and new
political influences came to the fore, especially the influence of the
CPC and its efforts to carry out a communist coup to gain power. This
can also be seen in the intention of the CPC, “to continue to impact
social organizations in a national and democratic direction from the
inside and outside and win over their members for people’s demo-
cracy” (Hofbauer, 1966, p. 82). The CUY also played an importantrole
here, demanding that Jundk become its subordinate organization, give
up educational autonomy, tie to the international scouting movement,

10  Pociatky a vznik Jednotnej organizdcie mlddeZe. Prejav G. Husdka na sjazde SSM
v Batovanoch 31. marca 1946 v Batovanoch. Fund (hereinafter f.) The Slovak Cen-
tral Committee of the CYU, Presidium, box No. 1, S/ VII/55,1946—48, p. 2. Slovak
National Archives (hereinafter SNA), Bratislava.

11 Ibid.

12 Zdpisnicaz I. celoslovenského pracovno-manifestacného sjazdu Svizu slovenskej mlddeze,
ktory sa konal dria 28.—31. marca 1946 v Batovanoch. 1bid., SNA Bratislava.

13 Boj za jednotu mlddezZe v letech 1945-1949. Piispévek k historii mlddeznického hnut{
v CSSR. A-10 Junak, 1945-48. Archives of the Slovak Youth Institute (IUVENTA)
in Bratislava (unprocessed fund).
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and abolish religiously oriented units (Santora, 2012). Member base
began to split. After the Slovak Jundk and Czech Junék joined the uni-
ons and they were promised autonomy, worries about their dissolu-
tion were temporarily dispelled. However, it didn’t last long. These
steps also represented a well-considered preparation for the creation
of a unified nationwide organization that was supposed to cover and
unite all youth in the Czech lands and Slovakia. Both in the Czech Jundk
and in the Slovak Jundk, we can observe various attempts that intro-
duced unorganic elements into their educational system in the sense
of “[...] giving a new progressive content to the forms of Jundk educa-
tion that correspond to the interests of the development of people’s

1% The effort to popularize the pioneering and unionist

democracy
Soviet educational system was also evident and it can be identified
from the content of the articles published in the magazine Cinovnik
during this period. Many of them had a clear propaganda character

(Gubricov4d, 2022) (Picture 1).

[CINOVNIIKS

EASOPIS PRO EESKOSLOVENSKE :um\:xs oo Pl vor
VYDAVA

ROENIK XX 111 ZARI 1946 cisto 7|

. Vsesojuznyj deii fyzkulturnika 1946 goda

| b1 RUDOLE PLAINER

Picture 1. The socialist propaganda
of activities of pioneers in the USSR
in the journal Cinovnik, Vol. 7/1946.
Source: Private archive of the author

4.G).

14 Tradice PO CSM (2. &dst). Predpoklady vzniku PO CS (kvéten 1945 — tinor 1948), p. 4.
Ibid. Archives of IUVENTA, Bratislava.
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The process of unification of youth was also confirmed by the congress
of youth in Czechoslovakia that was held between July 4 and July 6,
1946 in Prague. In the presence of representatives of both unions (SYU
and CYU), representatives of collective members of unions —Jundk, the
Slovak Jundk and the Union of university students [orig. Zviz vyso-
koskolského $tudentstva], and the Revolutionary Trade Union Move-
ment [orig. Revoluéné odborové hnutie]", the Headquarters of the
Youth of the Czechoslovak Republic [orig. Ustredie mlddeze Ceskoslov-
enskej republiky] was established as a joint body of both unions.” These
steps represented preparation for the creation of a unified nationwide
organization that was supposed to cover and unite all youth in the
Czech lands and Slovakia.

1947, the Year of Building

The activity of unions in the post-congress year got fully started. Uni-
ons worked intensively on expanding their base and completing the
goals and tasks that were adopted at the constituent congresses. Young
people were involved in the post-war reconstruction of villages, in the
building of tracks, roads, schools, factories, especially as part of the
two-year economic renewal plan of the republic between 1947 and
1948.1n 1947, young people from the SYU “began to build the partisan
village of Baldze, which had been burned down by the fascists. This
building, called Building of National Gratitude, became, together with
the building Lidice — Most — Litvinov (built by CYU), the beginning

15 The Revolutionary Trade Union Movement (hereafter RTUM) was founded at the
first congress in Prague on April 19-22, 1946. It had a similar policy to the CPC.
Until 1989, it was the largest social organization in Czechoslovakia. Svato$ (1978,
p- 68) explains the participation of the RTUM in the youth congress and its rela-
tionship to children and youth as follows: “Czechoslovak trade unions participate
in education of the young generation in the spirit of a scientific worldview, socialist
patriotism and proletarian internationalism. Their participation in the education
of the youngest — children, pioneers — cannot be separated from the educational
mission of the trade unions among the young generation.”

16 Prejav G. Husdka na sjazde SSM v Batovanoch 31. marca 1946 v Batovanoch. 1bid.
SNA Bratislava.
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of the tradition — buildings of the youth in Czechoslovakia” (Pavlik
et al., 1985, p. 643). In October 1947, at the initiative of the SYU Presi-
dium, a Slovak-wide conference of volunteers was held in Bratislava,
the participants of which accepted the commitment to build a railway
track from Hronskd Dubrava to Bansk4 Stiavnica, known as the Track
of Youth [orig. Trat mlddeze], in the next two years. The activities of
the SYU supported the policy of the communist party and were also
important in unification of the Slovak youth.

The activities of Jundk also developed, but not as successfully as the
activities of the unions. However, the “illegal” activity of the unions in
Jundk developed rather successfully. Both unions used various practices
torecruitleading representatives in Jundk, thereby contributing to the
weakening of its activities. “Progressive officials” were co-opted into
the headquarters of Jundk,'" who were supposed to contribute to its
internal decay and the introduction of socialist elements. The leading
representatives of the Youth Commission of the Central Committee of
the CPC were preparing the gradual restriction of Jundk’s independence.
Its representatives Necdsek and PoSusta suggested to dissolve Jundk
as a disruptor of youth unity (Santora, 2012). For this reason, several
Jundk representatives placed great emphasis on preserving the purity
of Jundk education: “We recommend that the troops organize repres-
entative Jundk academies instead of balls (dance parties), which will
be a demonstration of our social maturity and a point of culmination of
ayear’s work...””® It is interesting that the Chief of Junik, Rudolf Plajner
and the Chief of the Girl Scouts, Vlasta Koseovd, who initially called for
the purity of the Jundk education, started to appeal to Jundk members
to participate in the two-year renewal plan through various progress-
ive challenges via the magazine Cinovnik (cf. Plajner, 1946,1947a, Kos-
eovd,1947a). At Plajner’s initiative, every Jundk and Girl Scout should
have received a builder’s card, which was proof of their efforts in the

17 Tradice PO CSM (2. &dst). Predpoklady vzniku PO CS (kvéten 1945 — tinor 1948), p. 4.
Ibid. Archives of IUVENTA, Bratislava.

18 ObeZnik & 2, Presov, 1. februdra 1947. bid., JUNAK — Vychodoslovensk4 oblast, 1947.
Archives of IUVENTA, Bratislava.
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service of the republic (Martinovsky, 1947, p. 23). As stated by Janota
(2015), the involvement of scouts in the renewal plan and construc-
tion of the Track of the Youth represented friendly steps of scouting in
order to prevent its liquidation. Progressive officials in Jundk tried to
include political education in Jundk training. This is also confirmed by
Koseovd, “Scouting, undoubtedly, provides young people with all the
prerequisites to grow into good citizens —however, thatis not enough
today. We need conscious citizens!” (Koseov4d, 1947b, p. 84).

The situation in Jundk was very tense for a long time. On the one
hand, it was related to practical problems that the organization faced,
on the other hand, it was an internal and external pressure related to
the shaping of Jundk’s relationship with the unions. “I am attentively
following the growing tension and nervousness, both among the work-
ers at the headquarters and in all organizational units. Irritability has
internal causes in Jundk, but it also has its roots in external political
conditions, and both deserve to be clarified and dealt with in a style
of Jundk” (Plajner, 1947b, p. 129). This caused the need to organize the
Second Congress of Jundk in Banska Bystrica, between January 31 and
February 1, 1948, which was attended by 400 delegates from all over
Slovakia. The congress adopted a resolution from which several prob-
lems that it addressed can be identified. It is clear that already before
February 1948, two directions in the Slovak Jundk can be observed:
the first direction followed preservation of the traditional Junak'®, the

19 “The Assembly elected and entrusted the leadership of its movement to the fol-
lowing experienced and proven scout workers: Honorary mayor: gen. Dr. Mikuld$
Ferjencik, County mayor: col. Jan Stanek, Deputy mayor: Ing. Lojzo Janza, Regional
chief: Miroslav Strizenek, Tribal chief: Ludovit Zelienka, Tribal chief: Prof. Lydia
Jurajovd, Deputy head: e.g. Mikulas$ Vojtovi¢, Deputy chief: Gabriela Horvédthova,
Chief’s secretary: Franti$ek Dolezal, Chief’s secretary: Ing. Alzbeta Spolednikova.
Similarly, the scout assembly entrusted its members with the leadership of the
Economic Council (Prof. Ctibor Grandtner), the Economic Department (Cudovit
Jankovi¢, Mdria Lulayovd), the Educational Department (Dr. Dionyz Chmelo,
Prof. E. Smies$kovd), the Health Department (Dr. Janlek), intelligence depart-
ment (Ing. Igor Janota, Tdnia Puskdrovd). The spiritual council and the organiza-
tional committee were not filled.” (Dokument k priebehu II. Jundckeho snemu. F. SUV
CSM, Junak, Box No. 656,1948. SNA, Bratislava.
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second one led to its merging with the SYU*°. The feeling of threat
and confusion can also be seen in the following part of the Resolution:
“Participants of the congress of Jundk unanimously agree that Junak’s
policy must always and under all circumstances be first and foremost
a scout’s policy, following the oath, state citizenship policy, follow-
ing the program of our government, but condemning the transfer of
any party interests and doctrines into our movement, because Jundk
must be strictly, and we emphasize this once again, 100% non-partis-
an.””' The Czech Jundk Congress planned for 28—29 February, 1948 in
Zlin was no longer held due to the political coup on February 25,1948.

Picture 2. Eastern Slovak Regional Forest School in the Svinka River Valley,1947.
Source: Private archive of Jozef Miklos.

20 This is confirmed by the contributions of the guests who spoke during the As-
sembly on February 1, 1948: Gustdv Slivka for the District National Committee
in Banskd Bystrica, Col. Tlach for the army, deputy Pavel Styk for CPC, as well as
deputy Ernest Sykora for SYU (Ibid).

21 Ibid.
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Jundk in the Whirlwind of the February “Victory”

Zdenék Nejedly, president of the Czechoslovak Academy of Sciences
and a leading representative of the CPC, stated, before the February
coup, that he could not imagine Czechoslovak youth without Jundk.
Right after the communist coup, however, the scouts were a beam in
the eye of the new government. So-called action committees®*, which
replaced the duly elected highest and also regional scout bodies, were
established. Ernest Sykora, who had never been a scout, was appoin-
ted chief of the Slovak Jundk.

Simultaneously with the events of February, the process of proper
integration of Jundk into the unions also took place. It was a situation
that the officials from the unions, as well as the “progressive” mem-
bers of Jundk, were waiting for, and our findings show that they had
been planning it and preparing it for a long time. Already on Febru-
ary 25, 1948, the Jundk’s action committee issued a “Declaration” in
Prague, which expressed support for Gottwald’s government, con-
firmed Jundk’s active participation in the building of the state, suppor-
ted the fight against the enemies of the People’s Democratic Republic,
and called for unity with the Czechoslovak Youth Union.

Similarly, in the Slovak Jundk, “on February 26,1948, as a result of
the victory of the progressive forces in the government, the National
Front established a three-member Central Action Committee of Jundk
(hereinafter referred to as CACJ), consisting of the progressive mem-
bers (L. Kysel, L. Jurajovd, V. Cernugik), who took over the leadership
of Jundkin Slovakia. In its resolution, announced to all the members of
Jundk, the CACJ declared that it supports the program of the govern-
ment of Klement Gottwald and that it will direct the education of the
youth organized in Jundk in the spirit of progressive, socialist develop-
ment of our state. The CAC] immediately established a connection with

22 The Action Committees of the National Front were repressive bodies without
alegal basis, which, after the communist coup in February 1948, carried out polit-
ically motivated purges in political parties, social organizations, public adminis-
tration, state and economic apparatus and cultural institutions (Action Commit-
tees of the National Front. Encyclopaedia Beliana [online]).
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the Presidency of the SYU and prepared Jundk’s entry into the unified

youth organization, in which Junak took over the education of youth

up to the age of 15.”* Already on February 27, 1948, the Presidency of
the Central Action Committee of the National Front decided that the
Czechoslovak Union of Youth [orig. Ceskoslovensky zviz mlddeZe]
(hereinafter CUY) would become a single and unified organization of
all youth. Itincluded Jundk in the CUY, declaring it to be the only chil-
dren’s organization. It was entrusted with management, and it was
also supposed to be a tool for mass and socialist-oriented extra-cur-
ricular education of children (Hofbauer, 1966). A similar measure was
also implemented in Slovakia based on the resolution of the Central
Action Committee of the Slovak National Front of February 29, 1948,
making the SYU the only and exclusive youth organization in Slov-
akia. At the same time, in May 1948, a committee of CUY representat-
ives and educators was created at the Central Committee of the CPC,
which prepared documents for establishment of the Pioneer Organiz-
ation according to the Soviet model. However, it was not clear whether
Jundk would be used for this purpose or a completely new organiza-
tion would be founded (cf. Knapik, 2018).

On March 1, 1948, a special meeting of the broader Central Com-
mittee of the SYU and representatives of the Action Committee of Junak
(hereinafter referred to as AC of Jundk) took place in the Youth Club
in Bratislava. The chairman of the AC of Jundk, Kysel, announced that

“according to the decision of the AC of Jundk and after the agreement
with the Czech Jundk, Jundk ceases to be a collective member of the
SYU, and becomes its inseparable organic part”>*. At the same time, he
announced that, in cooperation with representatives of the SYU, the
program would be revised and it would be harmonized with the polit-
ical changes that had occurred, which means that pioneer and scout

23 JURAJOVA, L. & ELIASOVA, V., 1948 (?). Zprdva o vykonanej Cinnosti a situacnd zprdva
Jundka. Ibid. Archives of IUVENTA, Bratislava.

24 Zdpisnica zapisand na mimoriadnom zasadnuti UV SSM, ktoré sa konalo diia 1. marca
1948 v Klube mlddeze v Bratislave. F. SUV CSM, Predsednictvo, Box No. 1, S/1 VII/55,
1945-48. SNA, Bratislava.
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education will be united; and those who do not have a positive atti-
tude to People’s Democratic Czechoslovakia and the KoSice Govern-
ment Program will be excluded from the leadership. At the meeting of
the SYU Presidency, held on March 9, 1948 in Bratislava, representat-
ives of AC Jundk (Kysel, Jurajovd, Pajensky, Bukva) and representatives
of the SYU Presidency (Lacek, Nemec, Faltan and Rdzus) were given the
task to discuss the issue of Jundk’s inclusion in the SYU and prepare
a proposal for organizational guidelines for Jundk until March 10,1948.%°
Already in the April issue of Cinovnik, B. Jedli¢kov4 (1948) presented
the Principles of the inclusion of Jundk in SYU.

Political courses for Jundk’s officials began to be held soon. The first
one took place between March 24 and 26, 1948 in Jino$ov in Moravia.

“The purpose of the course was to explain to Jundk’s officials political
situation, mission of Jundk in a unified organization and to give dir-
ectives for further cooperation. A survey was carried out, which invest-
igated the reflection of political events in the thinking of the present
Jundk’s officials for the needs of Jundk’s future cadre policy.”*® Further
courses took place in Dolni Be¢va and Rajnochovice. The courses were
completed by 109 attendees in total.”’

On April 3-4,1948, anational conference of the Czechoslovak Union
of Youth took place in Prague, at which the following tasks were out-
lined: purge off the officials who are not progressive, reorganization
of Jundk in terms of the new political regime, and education of a new
generation of boys and girls of the age of 5 to 15 years according to the
principles of socialism. As a follow-up to this national conference, the
National Working Conference of the SYU was held on May 22-23,1948
in Bratislava, at which working guidelines for the further process of uni-
fication of Jundk were approved. The goal was to turn “Jundk to a power-
ful children’s organization of the SYU, which would unite 100,000 boys

25 Zdpisnica zo zasadnutia Predsednictva USSM, ktoré sa konalo dia 9. marca 1948 v Brati-
slave. F. SUV CSM, Predsednictvo, Box No. 1, S/ VII/55,1945-48. SNA, Bratislava.

26 JURAJOVA, L. & ELIASOVA, V., 1948 (?). Zprdva o vykonanej Einnosti a situaind zprdva
Jundka. Ibid. Archives of IUVENTA, Bratislava.

27 Jundk, 1949 (?). Scout Museum in RuZomberok (unprocessed fund).
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and girls under the age of 15 in a short time”?®. In accordance with the
aforementioned directives, the Act of Jundk was also amended, which
marked the culmination of the process of its liquidation. This was also
reflected in a significant drop in Junidk members.? The conference also
called for the establishment of so-called Jundk’s school units, which
were based on the basic principles of the Soviet pioneer. Their activity
was connected with the school environment. As reported by Knapik
et al. (2022), it was a new element in the Czech scouting movement,
which indicated a deeper break with its previous principles. Jundk’s
school units represented “a hybrid between Jundk, student self-gov-
ernment and Pionier” (Ibid, p. 27). Since scouting was an extracur-
ricular movement, this initiative can be seen as an effort to utilize the
scouting membership base and the system of working with children,
since the CUY did not have this area resolved. Scout units established
at schools became the base for the establishment of pioneer units and
later they were transformed to units of the unified children’s Pioneer
organization of the CUY (cf. Knapik, 2018).

After the integration of Jundk into the union structures, Jundk began
to complete the first tasks aimed at building a children’s pioneer organ-
ization. “Jundk’s task since the merger conference was: to capture local
units, to continue the trial establishment of pioneer units at schools,
to re-evaluate previous experiences with them, to prepare prerequis-

930

ites for the mass growth of the children’s organization.”” Jundk was

of great importance in the process of unification of the Czechoslovak
Union of Youth. “Jundk was shown great trust by being entrusted, as
the only children’s organization, with the education of the youngest
in CUY” (Vanlurovd, 1948, p. 39).

28 Pokyny ¢ 6. Celondrodnd konferencia SSM 22.—23. mdja 1948 v Bratislave. Pracovné
smernice pre Jundka. 1bid. Ustredny akény vybor Jundka, Bratislava, 12. jin 1948.
Archives of IUVENTA, Bratislava.

29 While in 1945, Jundk had more than 200,000 members, in 1947 there were about
180,000 members (Santora, 2012). In 1948, it had only 57,000 members (Knapik,
2018), and in April 1949 there were only 30,000 members in the Czech Republic
and 7,000 in Slovakia (Santora, 2012).

30 Jundk, 1949 (?). Scout Museum in RuZomberok (unprocessed fund).
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Jundk at the Service of Building Children’s Pioneer Organization of the
Czechoslovak Union of Youth

Building a pioneer organization in Czechoslovakia and clarifying its
conception was accelerated by a conference of workers of pioneer organ-
izations from several European countries, which was organized by the
World Federation of Democratic Youth and which took place on August
24,1948 in Budapest®'. At the conference, “the reactionary nature
of scout education was sharply criticized, and this conference gave
impulse to preparations for the establishment of a pioneer-type chil-
dren’s organization”.** Based on the resolution of the conference, the
school units of Jundk were supposed to form the basis of its new struc-
ture, however, the district, regional and central leadership was sup-
posed to be independent of the existing bodies of Jundk (cf. Knapik, 2018,
pp- 332—-333). At the beginning of September 1948, the Central Commit-
tee of the CPC approved the concept of the creation of pioneer units of
Jundk (hereinafter PUJ), which were created by renaming Jundk’s school
units. However, it was still not clear how this process should be carried
outin practice. According to the above-mentioned authors, thisis also
documented by the discussion at the Presidium of the Central Com-
mittee of the CPC on December 23,1948. Even though the participants
were aware of the fact that Jundk is already relatively corrupt and has
unreliable leaders, they acknowledged that it still represents attract-
ive forms of working with children. For this reason, it needs to be used
and the new children’s organization needs to be built gradually. Viclav
Kopecky expressed it clearly, “if we want to have a political children’s
organization, then Jundk represents the most consolidated organiza-
tion. Pioneer units would only be new units, not a new organization.
[-..]Jundk has not yet been a political youth organization. The pioneer
units would cultivate embryos of communists for us” (cited by Knapik,

31 Tradice PO CSM (2. &dst). Predpoklady vzniku PO CSM (kvéten 1945 —1inor 1948), p. 3.
Ibid. Archives of IUVENTA, Bratislava.

32 JURAJOVA.L.&ELIASOVA, V.,1948 (?). Zprdva o vykonanej ¢innosti a situaind zprdva
Jundka. Ibid. Archives of IUVENTA, Bratislava.
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2018, p. 335). And Rudolf Slansky*® concluded by saying, “we are tak-
ing Jundk, we will give it a new position and we will have to take itinto
our hands” (Ibid, p. 336). This also stopped efforts of quick abolish-
ment of Jundk. Alongside them, in the fall 0f 1948, the so-called exper-
imental pioneer units that no longer had any ties to Jundk were estab-
lished. They were inspired by the Soviet pioneer movement. However,
these experimental pioneer units did not become the basis for the cre-
ation of the pioneer movement. On the contrary, in the spring of 1949,
they were incorporated into the structures of the PU]J, which, accord-
ing to Knapik et al. (2022), was perceived as degradation among their
founders. The process of building a children’s organization was com-
plicated and ambiguous even within the KSC party itself.
According to Hofbauer (1966, p. 113), this path to clarification
“was neither easy nor straightforward... It began immediately after
the events of February and was completed by the unification congress
of the Czechoslovak Union of Youth in April 1949” (precisely April 23
and April 24 in Prague). This is also confirmed by Z. Hejzlar’s>* speech
as follows: “[...] The Czechoslovak Union of Youth manages the work of
the children’s organization Jundk, whose task s to educate children up
to the age of 15 and prepare them for membership in the Czechoslovak
Union of Youth.”*®

Youth was created from the united organizations CYU and SYU dur-

A single organization, the Czechoslovak Union of

ing the unification congress under the supervision of the Communist

33 Rudolf Sldnsky (1901-1952) was a Czechoslovak communist politician, long-time
member of the Central Committee of the Communist Party of Czechoslovakia
and its general secretary in the years 1945-1951. In 1952, he was convicted and ex-
ecuted in a fabricated trial (the Sldnsky trial).

34 Zdenék Hejzlar (1921-1993) was a Czechoslovak communist politician, member of
the Communist Party of Czechoslovakia and a post-February member of the Na-
tional Assembly of the Czechoslovakia. In the years 1946-1952 he was the chair-
man of the Czech Union of Youth. In the same year, as part of the purges in the
CPC, he was deprived of all functions, he was rehabilitated in the 1960s. After 1969
he emigrated to Sweden.

35 HEJZLAR, R. Prejav na zlucovacej konferencii. Praha, April 23,1949, p. 5. F. SUV CSM,
Predsednictvo, Box No. 1, S/I VII/55, 1. 1946—48. SNA, Bratislava.
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Party of Czechoslovakia. During the socialist period, the Czechoslovak
Union of Youth was the only organization to develop organized activ-
ities for children and youth in the field of non-formal education. The
Slovak Union of Youth [orig. Slovensky zvdz mlddeze| was established

at the congress, too. Pavlik (1985) considers the date of the conference
to be the beginning of the Pioneer Organization of the Czechoslovak
Union of Youth. However, Belan (2015) considers June 10, 1950 to be
the founding date of the pioneer organization, when the organization
rules were adopted. The term “Pioneer Units of Jundk” was abolished
a year later, at the 1st Congress of the Czechoslovak Union of Youth in
June 1950.

Picture 3. The Slovak Congress of the Czechoslovak Union of Youth (May 25-27, 1951)
is greeted by the best pioneers from Slovakia. Source: IUVENTA archive, Bratislava.

The Budapest conference confirmed the end of Jundk in Czechoslov-
akia. Criticism of the bourgeois understanding of scouting escal-
ated, and at the same time, mistrust to Jundk’s officials began to grow.
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Gradually, they either left their work in Jundk, or were excluded from
it (Belan, 2015). Jundk was removed from the register of associations
of the National Front by a decree of the Ministry of the Interior from
October 12,1950, and on January 1, 1951, it was officially dissolved by
the Central Committee of the Czechoslovak Union of Youth. Scout-
ing was considered the enemy of youth. In the 1950s, several fabric-
ated trials with Jundk’s officials took place in Czechoslovakia, includ-
ing the chief of the Czech Jundk, Rudolf Plajner, and the chief of the
Slovak Jundk, Miroslav Strzinek.’® They were accused of anti-state
activity, treason and espionage. Many former members of Jundk emig-
rated. Of those who remained, some joined the anti-communist resist-
ance, which also meant that they were persecuted by the communist
regime and considered its enemies. Scouting went underground, from
which it emerged only during the Prague Spring in 1968, when Alex-
ander Dubdek brought about significant political changes and condi-
tions for the restoration of scouting in Czechoslovakia.

Conclusion

Communist and political organizations — the Pioneer organization
and the Youth Union — played an important role in lives of children
and the youth in the period of socialism in Czechoslovakia. It may
be stated that they influenced their professional as well as personal
life significantly. Membership and activity in the pioneer organiza-
tion and later, in the youth union represented a natural part of school
attendance (Moree, 2008). Admission to the organizations was com-
pulsory; pioneer organization was joined in the third year of primary
school and the youth union was joined in the first year of secondary
school. Their goal was to influence young people from their childhood,
use their trust in ideals and prepare them for building a socialist soci-
ety. “Not only did the Soviet and other socialist constructions of child-
hood become spaces for putting revolutionary visions into practice,

36 Karel Skala, Dagmar Skdlova, Karel Prucha, Jif{ Hejna, Vladivoj Tomek, Bedfiska
Synkova, Anna Machovd Svecova and others were among the other scouts with
whom trials were held after 1948 (Santora, 2012).
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but children themselves were imaged as rational, independent, and
powerful agents of building a socialist future” (Piattoeva et al., 2018,
p- 2). According to Kubat (1965), socialization into the socialist reality
was strongly ritualized by these two organizations.’” Many of them
gradually came to believe that only communism would guarantee
a happy future. However, it needs to be observed that in totalitarian
regimes, “education is an instrument of political control, a way of sup-
plying the new state with the technically and politically literate sub-
ject” (Kelly, 2007, p. 93). For this reason, totalitarian regimes and their
representatives pay a lot of attention to education. As presented in the
paper, non-formal education is just as important as formal education.
Totalitarian regimes want to have control over children and youth not
only during their classes, but also outside of the school time, and even
strive to influence their families through them.

The first years of the 21st century prove that “we can consider the
epoch of classic ‘totalitarianisms’ to be past, but not completely closed...
The three totalitarianisms remain our closest historical references point,
not only for Europe” (Borejsza, 2006, p. 8). We believe that this paper
will help readers to uncover the secret corners of a totalitarian regime,
which have been little explored so far and will enable them to under-
stand its insidiousness and danger not only in its time, but also at
present. Because, as stated by Katuninec (2009, p. 14), “knowledge of
totalitarian ideologies and regimes is above all a warning against the
possibility of a recurrence of the rise of arrogance of unlimited power
and it makes us think not only about their criminality and recognize
their forms and differences, but also observe historical circumstances,
atmosphere and deformations that enabled the rise of government
criminality of unprecedented proportions”.

37 SeeSILOVA, Iveta, PIATTOEVA, Nelli & MILLEI, Zsuza (eds.), 2018. Childhood and
Schooling in (Post)Socialist Societies: Memories of Everyday Life. Cham: Palgrave Mac-
millan. ISBN 978-3-319-62790-8.
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Introduction — Subjects within and between Systems

In their introduction to a recent study on the history of pedagogical
pupil selection, Reh et al. address the connections between the emer-
gence and establishment of an inclusionary school system around the
world and the connected occurrence of practices, concepts and ideas
about differentiation within the pupil population (Reh et al., 2021).
Though the authors, who exemplify the current state of the research
literature, are aware of the “entangled developments” (Reh et al., 2021,
p. 11) of different administrative, scientific, and practical developments,
they do not explain and interpret this specific entanglement in more
detail. In their understanding those processes occur in parallel, enhance
each other but are not deducible from one another. They happen sim-
ultaneously but are not triggered by the same cause. So, the questions
remain: What connects them and what explanatory possibilities are
there to discuss their connection? Though itis quite certain that causal
relations miss the point, how else can we analytically grasp the paral-
lel occurrence of new processes, terms, ideas, or problems?

In this contribution we aim to describe in more theoretical depth
the specific problem of connectedness and propose to use the concept
of structural coupling as an analytical tool to grasp the connections
between the different social systems, applying a terminology borrowed
from Niklas Luhmann.? Structural coupling neither means causal con-
nectedness nor parallel and seemingly neutral simultaneousness, but
instead the term frames a connection as an inter-social or inter-sys-
temic reactive process. In our example, structural changes and inscribed
differentiation processes produce an administrative problem within
a social subsystem, which is perceived as an irritation in another sub-
system, the social field of school practice, and begins to influence sub-
jectification processes taking place there.

2 Luhmann (1992). Structural coupling here being different to the older and much
more commonly known and used concept of loose coupling. We will discuss this
distinction in more depth within the paper. Both forms of coupling can be under-
stood as a broader concept of “productive coupling” which is discussed as a cent-
ral part of western modernity (Forster, 2017).
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In this perspective, subjectivation is neither to be explained by
professionalization or professional differentiation, nor as an innova-
tion of one or more key thinkers within an existing or emerging social
system. Moreover, it does not arise from the constitution of subjects
themselves, nor from distinct external social processes (like modern-
ization or urbanization) as an abstract umbrella-term, or from epi-
stemological shifts. All these explanations may help to understand the
broader constellation, yet we argue that the new type of subjectivation
is to be understood as an unintended side effect of differentiation pro-
cesses within social systems and their observatory practices. We seek
to explain the occurrence through inter-systemic processes, under-
standing specific typologies of children as a concrete result of mutual
observation between different, but connected, social systems.

In the following, we (1) will start by introducing the terminology
used by Luhmann and explain the position of structural coupling within
his theory, before addressing certain limitations and necessary com-
plements to the specific workings of interactions between systems
that better grasp the complexity of these processes, here referring to
Caruso’s framework of “culturality” (Caruso, 2013). We will then (2)
apply the terminology to two case studies, showing how it allows to
understand the simultaneity of coupled phenomena without redu-
cing them to a singular development within one system. To exemplify
these processes, we focus on the problem of non-promotion and the
emergence of “laggards” and “deficient pupils”. Non-promotion rep-
resented a continuous topicin elementary schools throughout the 19th
and 20th centuries, but around 1900 it became a relevant problem in
city school systems, and was discussed as a pressing issue and social
danger, to which some cities reacted with administrative reform initi-
atives. The discursive interactions in this time can be grasped with the
term of structural coupling. In parallel to the ongoing social differenti-
ation within the structures of schooling, the system of school adminis-
tration saw changes, too. These processes, mutually perceived as irrit-
ations in the respective systems, were responsible for the emergence
of the new subject positions. The subject position of a “school laggard”
in this view is the result of the simultaneity of irritation. Lastly, (3) we
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will discuss this approach in light of the history of subject positions
of deficient pupils within the broader scientific discourse, arguing for
the need to give more attention to processes of inter-systematic and
inter-discursive connections as well as to social processes and the role
of knowledge production within these processes.

1. Coming to Terms: Functional Differentiation, Irritation,
Structural Coupling and Culturality
Before delving into the systems theory approach, we would like to offer
a few definitions and clarifications. Our paper is situated between dif-
ferent historiographic fields. For one, it addresses the question if and
how “different” pupils should be integrated into the standard school
structures —a topic that has a long tradition in the field of special edu-
cation. For us “inclusion”, and its historical roots of “exclusion”, are less
of a focal point for the way we think about the theory and terminology
of such processes or the specific qualifications or institutional histor-
ies of the involved actors (Garz, 2022; Ellger-Riittgardt, 2019; Moser,
2009; Schwerdt, 2019). Instead, we are trying to come to terms with
the question of what happened so that the children in question became
a “problem” and a specific profession dealing with this “problem” could
emerge. As we argue the emergence of a specific subject position and
specific subjectivation procedures (as Reh et al., 2021 describe them)
can be explained as a result of systems’ interactions and connections.
Subjectivation means the creation of subject positions within perman-
ent cultural production (Reckwitz, 2008). The interactions between
the systems are also included in such cultural productions. Social sys-
tems as abstract descriptions of a social reality organize the social in
which the (re-)production of subject positions constantly takes place.
Social subject positions are realized through both self-subjectivation
as well as via external subjectivation processes. School children may
be socially labeled as “anormal” while they may also conceive of them-
selves as “anormal”. Subjectivation consists of both processes.

The model of social systems (which we follow here in the sense of
Luhmann and notin the sense of Parsons) is a structuralist way of con-
ceptualizing the social. A social system is an interpersonal behavioral
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structure (‘structure’) whose parts are mutually dependent (‘interde-
pendence’) and which interact with each other within the framework
of mutual functional expectations. The theoretical framework can be
used to describe all forms of sociality (e.g. relationships between two
people, families, organizations, functional systems, society), although
here we tend to use social systems as overall social systems. That being
said, our case study could involve specific systems of all levels and
sizes, but for this paper we focus on systems that interact in a partic-
ular time frame regarding the discursively set question of the “defi-
cient” child. In the case of Mannheim, these systems are represented
by the city administration and the pedagogical profession, while in
the US case, aside from the municipal administration, an actor from
the realm of the economic system is involved. The starting point that
decided which systems to consider is the structural coupling that we
observed and that we will come back to.’

With his approach to systems theory Niklas Luhmann (1927-1998),
one of the most pertinent thinkers in the German social science dis-
course, presented an updated version of the idea of a universalistic
theory for all areas of the social. Based on concepts coined by Talcott
Parsons, this theoretical approach has received wide reception in aca-
demia in general, but also specifically in educational sciences.* In this
approach, the social is a constellation of different structures, referred
to as social systems, that are results of differentiation and specializa-
tion. Social systems can range from small social units like children to

3 Within this systems theory perspective the specific persons and their capacity to
actare aless often discussed area. The systems are favored over specific individual
actors, so that an explicitly prominent figure like Anton Sickinger in Mannheim
seems to represent a kind of contradiction. However, although social systems limit
the scope for action in advance, this is by no means necessarily deterministic. As
amember of the city school board, Sickinger had a certain leeway for maneuver and
remained successful and creative in his actions within it, with the consequences
discussed here. But Sickinger is only the visible speaker of a municipal adminis-
tration that cannot be reduced to this one actor. On the topic of the voids of per-
sonal activity within systems theory, see Groebner (2015).

4 The most coherent version and his main work being Luhmann (1997).
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conceptual structures like the idea of childhood. In this framework,
the solar system, biological cells, the human being, a family, an organ-
ization, a state, but also machines and computer networks could be
understood as systems, which are always connected to and embed-
ded in other systems. Most known is Luhmann’s idea of autopoiesis,
which adds a concept about how social systems develop and change,
with which Luhmann introduced a hitherto missing concept to grasp
the processual nature of the social.

Being discussed widely, his critics mainly commented that theidea
of autopoiesis alone would not suffice to explain social change. There
were things outside of autopoiesis’s explanatory power.’ Clearly there
were interactions between and within different (sub-)systems that
called for an adjustment of systems theory, which Luhmann described
with the terms “operational closure” und “cognitive opening” to grasp
the relations between different autopoietic systems. In Luhmann’s
renewed concept of modern societies, the social is to be understood
as a structure or system that consists of autonomous autopoietic sub-
systems defined by their distinct social functions, which each system
addresses with specific internal operations. Luhmann calls the pro-
cesses leading to a system consisting of systems “functional differ-
entiation” and the fact that each system operates in terms of its own
function “operative closure”. Each system is centered around its core
operation or core function which the system contributes to society.®
Social systems are connected with each other through exchanges that
rely on the fact that each respective system has something the other

5 Luhmann himself outlines the limits of the concept: “In view of an extensive
and quite critical discussion, it must be pointed out above all that the concept of
autopoiesis has little explanatory value. It only requires that all explanations have
to be based on the specific operations reproducing a system — the explained one
as well as the explaining one. But it says nothing about which specific structures
have developed in such systems due to structural couplings between system and
environment. It does not explain the historical system states, from which the fur-
ther autopoiesis starts” (Luhmann, 1997, p. 66). Unless otherwise indicated, all
translations are by the authors.

6  See Luhmann (1991).
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systems necessarily do not have or even lack (Luhmann, 1992, p. 40).
Though closed in respect to their concrete core operations, on a broader
scale all systems depend on the functions and workings of other sys-
tems, which in Luhmann’s terminology serve as the “environment”
to the system itself and provide “input” to the (general) system. This

inputisintegrated into the system through operations of “observation”
which forms part of the “cognitive openness”. As the systems are con-
nected with each other throughout an overarching system, they depend

oninputs from one another and therefore observe the input and devel-
opments in other systems, thus exhibiting a “cognitive openness” for
the “environment”. Centered on its core operation, the system inter-
acts with influx coming from other systems, which it observes in its

internal logic and terminology and understands as parts of its opera-
tion. Luhmann states:

The reference to ‘the environment’ does not contribute
anything to the system operations. ‘The environment’ gives

no information. It is only an empty correlate for self-reference.
If, on the other hand, system-to-system relations are involved,
designable entities appear in the environment. Here, too, the
system cannot operationally transcend its own boundaries

(for otherwise it would have to operate in the environment),
butit can observe, i.e., designate, which specific facts in the
environment (here: other systems) are relevant to it in a specific
way (Luhmann, 1997, p. 609, translation by the authors).

In other words, each system operates and interprets changes within
its own logic. For example, if the system of schooling is understood as
a distinct social system, in which teachers aim to transfer knowledge
to the pupils, the core operation here would be teaching, and the goal
would be the pupil receiving this knowledge. In theory, this is what the
teacher is focused on, but the pupils the teacher deals with are not cre-
ated by the teacher along the lines of his designated operation — they
are rather brought to the teacher from other social systems. This rep-
resents the idea of functional differentiation, with the teacher being
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focused on teaching. Still, the teacher observes how other systems
work, as pupils are coming from and going to other systems before or
after school. When observing those pupils — in theory — the teachers
perceive them according to the parameters of the teachers’ own core
function and operational understanding.

If the “pupil material”, as Sickinger (1899) calls it, changes or the
respective other social systems that work with the pupils after the
teachers achieved their teaching goal and the pupils have left school
are altered, then those changes might be observed by the teacher, the
teaching profession or more broadly speaking by the system of school-
ing. If from this observation specific activities and alternations in the
functioning of the system’s core operation are discussed, then we have
a case of what Luhmann labels as “irritation”. In other words, one might
speak of irritation if a system identifies something “new” and “differ-
ent” as relevant within its own system-specific understanding and
modifies its own functional activities. If an observation is present and
relevant in two subsystems’ operations, then one can speak of “struc-
tural coupling”. Usually both systems function as isolated systems,
producing more and more inner differentiation, so to speak new com-
munication, which occurs as an outside effect for other systems that
themselves independently produce more and more communication.
Luhmann defines this communication as “analogue constellations”,
denoting communication that functions analogously, without irrita-
tions, and that continuously references mostly the values and under-
standing of the communicating system itself. Structural coupling occurs
when certain analogue communications are transformed into “digital
constellations” meaning that they are not independent and “parallel
sequences”, but rather communications discussed in both systems as

“discontinuous sequences”. Here, one system takes up the communic-
ation from another system by observation and transforms the external
communication into its distinct system’s internal code. Thus, external
information is reflected within the framework of internal rationalities,
itis digitalized. Such a process is to be understood as structural coup-
ling, which denotes the way the environment and system are inter-
twined with each other (Luhmann, 1997, pp. 92-119). This structural
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coupling not only involved moments of inclusion but also exclusion
processes (Luhmann, 1997, p. 103). In practical terms one might under-
stand structural coupling as an instance when a specific aspect gains
attention in two distinct systems. Structural coupling occurs as a reac-
tion to moments of irritation; when a system’s established procedure
is disturbed or in danger of being disturbed due to external influences,
e.g. by something in the system’s environment. It is this disturbance
that can be understood as an “irritation”.

An example can help to show the connection to the focal points of
this article: If the pupil population exhibited distinctly new behavioral
patterns that seem to endanger the commonly used teaching practices,
this would cause irritations within the system of schooling, potentially
resulting in the system attributing these moments of irritation to the
environment of the family. Meanwhile, if within the family system new
behavioral patterns are observed that might endanger the mainten-
ance of the generational sequence of the family or a desired function
of the family, this interference would stir irritation within this system,
which might also be attributed to the system of schooling.

Though the specific forms of how irritations can take shape are not
clearly established, there seems to be some form of medium, more spe-
cifically a concrete or abstract object, term or thought that expresses
this irritation. In the example discussing the relation between the
system of individual consciousness and society, Luhmann chooses
language as a medium which is situated in both systems. Luhmann
attempts to describe the emergence of coupling processes and situates
them as resulting from already existing core codes of the different sys-
tems.’ However, distinguishing these core codes is a difficult task as
they hardly explain all interactions between different social systems.
As Caruso (2013) points out, Luhmann’s attempt to explain the func-

7  Following Luhmann, a code is a binary differentiation a social system would cre-
ate as its respective main function. The school system would have the core code
qualified/not qualified. As we will discuss, we don’t use the code model in the fol-
lowing, because in the form of an abstraction it is less helpful for our analytical
purposes.
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tioning of the social system of education falls short of incorporating
the complex interplay between the systems and their autopoietic dif-
ferentiation. Neither a clear definition of a medium, nor a reconnec-
tion or re-convolution towards a code or media alone can grasp the
full picture. Instead, Caruso proposes to invoke the concept of “cul-
turality”, meaning a set of contextual forms that structure how irrita-
tions are received and interpreted (Caruso, 2013, pp. 52—-53). To us, this
concept seems more useful for looking more detailed into how irrit-
ations work and how they were perceived to better understand how
structural coupling works and how observation processes shape sys-
tem differentiation. With these considerations in mind, we can see
how structural coupling processes arise from irritations that lead to
the establishment of a consequential entanglement, which in the fol-
lowing produces further operations in both systems, each respectively
following their distinct functional logics.

This leads us to the last concept we would like to consider. In the
process of mutual observation, the systems frame and create an under-
standing of their new constellation, offering different interpretations of
the situation. Luhmann would argue that they do this in their respect-
ive own logics bound to their “code”. But as Caruso and others have
shown, Luhmann failed to successfully identify a single core function
and core code through which the success of a function can be measured
(Caruso, 2013; Hollstein, 2011). Instead, multiple functions and multiple
codes are discussed simultaneously. Further, actors are always part of
different and multiple social systems and thereby interact in different
settings and operate with different meanings. A teacher might also
be amember of a family, and a mother might also be a medical expert
and thereby able to work with different codes and meaning systems.
What theidea of “culturality” additionally denotes is that it might not
be necessary to subsume all debates and reactions labelled as “irrita-
tions” under a specific code and logic, butinstead acknowledge thatin
such instances a myriad of cultural understandings and meanings are
possible, with irritations enabling situations that are in a certain way
open towards further interpretations. In this example, the new beha-
vior of the pupil / child is the medium in which the system of the family
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and the system of schooling are structurally coupled. The information
/input thatis discussed in the systems has different meanings depend-
ing on where the discussion is situated.

In this sense, distinct social systems are differentiated by system-
atic operations that can be connected via “irritation” in the form of
structural coupling and can be displayed in different forms of intens-
ity. These forms usually become visible when similar media are dis-
cussed in different systems. Those discussion are situated within a field
of “culturality”, meaning that though their systematic placeislocated
within a system order, logic and functional constellation, the interpret-
ation of the “irritation” is not limited or determined but rather pre-in-
fluenced by “culturality”. “Irritations” hint at the open-ended status of
system differentiation processes, which lie beyond the stricter borders
of the rationality of distinct systems. Empirical research and case stud-
ies allow for a better understanding of complex interplays within sys-
tem differentiation and for a better understanding of processing “irrit-
ations”. Structural coupling then describes the interactions between
two systems about terms and occurrences that play a role in both sys-
tems and alter them.

One does not have to follow Luhmann’s theoretical assumptions,
yet borrowing certain terminology allows for a more differentiated
understanding of educational processes. The example of the “invention”
of the “laggard” or “deficient child” represents the focal point of this
study, with the current discourse being focused on describing when
and in which way specific educators, institutions, or professions con-
tributed to the creation of the “deficient child”.® The existing histori-
ography about the construction of the deficient child is strongly influ-
enced by scientific trajectories and traditions that focus on research
from a single discipline (Reh et al., 2021; Schwerdt, 2019). Interdiscip-
linary questions on how different knowledge arenas relate to each other
were more seldomly posed. This might be grounded in the educational

8  Luhmann as well discusses “the child as medium” within the educational system
as a more code-related line of thought that does not see the child as a medium
within an irritation process (Luhmann, 2006).
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and disability studies’ own characterization as social systems and pro-
fessions that struggled to integrate interdisciplinary exchange and con-
nections. With Luhmann in mind one could frame these observations
as the systems operating as autopoietic structures reproducing their
respective work, producing their respective knowledge, and integrat-
ing irritations from the surrounding environment as input into their
operations. But as we argue those irritations and integrations were
not explicitly discussed and researched but their internal systematic
framing was researched and disseminated.

In the following, we will describe such a coupling process by looking
attwo distinct case studies from Germany and the USA that show some
similarities. The two chosen examples are situated within the pedago-
gical discourse of their times, and represent two widely received cases:
Mannheim being maybe the most popular case of city school reform
in the first quarter of the 20th century in Europe, where the admin-
istrative pedagogical liberties allowed for significant school reforms
(Geiss, 2014, pp. 197-218), while New York City was especially signific-
ant as a center for reform approaches and discussions on school chil-
dren because of the actions of the city school superintendent William
H. Maxwell (1852-1920), who represented a major actor in the discourse.
While Mannheim and New York City can be considered frontrunners
in education matters around 1900, other cities and cases also experi-
mented with classification and selection procedure (like Hamburg and
Charlottenburg in Germany or Boston and St. Louis in the USA), but
the two selected case studies represent innovative contexts. The case
studies allow us to trace (1) how two distinct systems — the system of
school administration and school practice — are intertwined in pro-
cesses of system differentiation, (2) how the high numbers of pupils
that did not graduate from the final grade of elementary school are dis-
cussed as anirritation in the different systems, and (3) how structural
coupling comes into being and is interpreted in the sense of “cultural-
ity”. The “deficient child” appears as a distinct part, one could say sub-
genre, of the school population and becomes the medium which makes
the culturality of the distinct systematic procedures visible.
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2.1 Case Study 1: “Backward Children” in New York City’s

Public Schools

For the case study of New York City, we find that the problem of “retard-
ation” and so-called “backward children” was highly prevalent at the
beginning of the 20th century. The high non-promotion rates of pupils
in the city’s public schools and the mismatch between the pupils’ ages
and grade levels that resulted from them not moving on to the next
grade as scheduled by the curriculum were found to be an issue from
the perspective of the city’s school administration. When City Superin-
tendent William H. Maxwell, among other school administrators, noted
the disparity in the mal-adjustment between the grades and chrono-
logical ages of the pupils, no thorough investigation of this matter had
been conducted thus far. As Maxwell kept recording these disparities
in his annual reports of New York City’s school system, the need for
a study of the underlying reasons became the basis of an investigation
conducted in 1907, which was funded by the Russell Sage Foundation
and set out to study the issues linked to the progress of school children
through the grades of the school system (Ayres, 1909, p. 2).

In terms of the categories implied by the approach, we can see
a functional differentiation between the municipal school system
as a separate administrative branch, which represents the education
system. This system is met by a part of the economic system in the
form of a private foundation, in this case the Russell Sage Foundation,
that financed the realization of the “Backward Children Investigation”.
Aside from the foundation another part of the economic system also
comes into play with the system that collects and allocates funds for
education, and ultimately seeks to produce productive members of
society through schooling.

The study drew on materials gathered from school records from
New York City (among these were records of 20,000 children in fifteen
schools in Manhattan), the medical inspections of schools, as well as
findings and practices from other cities throughout the United States
(Ayres, 1909, pp. 2-3). In this study, medical and psychological know-
ledge was combined in the interest of the economic system, which
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aimed at producing qualified members of the work force in an efficient
time frame as reflected in the curriculum.

The investigation conducted by Ayres and his colleagues caused an
irritation with respect to the school system since it thoroughly looked
into and addressed anissue that school administrators had noticed pre-
viously, but could only circumscribe as a “mal-adjustment” between
the pupils’ age and grade level, meaning that most pupils’ ages were too
high for the grade they were grouped into (see e.g. Annual Report, 1904).
Now, as we would argue, an instance of structural coupling occurred
when the “retarded pupil” was created as a label that described the
non-adjustment of pupils to the established design of schools. This
label was identified through discussions of the findings of medical
inspections and the investigation of pupils’ records. The category of the

“retarded pupil” connected the education system with the economic sys-
tem through the identification of the characteristics of a phenomenon
that described a large proportion of the school population at the time.

This new category in turn influenced the vast expansion of psy-
chometric research pertaining to the “retardation” and mental abilit-
ies of school children — a research field that started to blossom in the
United States in the first decade of the 20th century. Aside from spark-
ing a growing interest in psychometric studies of the school population,
in terms of systemic culturality, the category of the “retarded pupil” ini-
tiated interpretations and metaphors from different perspectives. From
a pedagogical perspective, the up to this point only vaguely determined
mal-adjusted pupil could now be grasped as a “retarded” child whose
chronological age exceeded the grade level standard. Hence, the cat-
egory was now described as a delay in the pupil’s development, which
could be caused by different circumstances examined in the ensuing
studies. The studies on retardation were widely discussed in various
types of publications such as in periodicals targeted at (elementary)
school teachers. After the publication of Ayres’s study Laggards in Our
Schools (1909), we can observe how this topic was taken up in teach-
ers’ journals. In the wording used by teachers and school adminis-
trators, pupils who are mal-adjusted with regard to their actual grade
levels are described as “children who are behind the schedule set for
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them” (Lurton, 1911, p. 336). This implies a delay on the pupil’s part
with regard to the standards set by an authority that creates norms for
all children of school age.

From an economic perspective, “retarded pupils” initially became
a problem when they left school without completing the minimum
number of grades — that is, when they dropped out of school without
having finished eighth grade. Whatis more, having pupils repeat grades
elevated the costs for the provision of public schooling, especially since
the group to which the label of retardation is attributed consisted of
30—40 percent of the pupil population in most cities reporting their
retardation rates. Ayres estimates that the repetition of grades costs
about 27 million dollars per year, a large amount of money spent on

“this wasteful process of repetition in our cities alone” (Ayres, 1909,
p. 5). Hence, from an economic perspective, retardation represents
a two-fold burden for the education system: Pupils who have to repeat
grades multiple times are more likely to leave school before the comple-
tion of the standard of eight school years and cannot acquire the skills
necessary for joining the work force to become productive members
of society. Moreover, from an economic standpoint a high percentage
of retardation puts a financial strain on the cities’ education budgets,
which were funded through taxes.

When we turn back to pedagogical discussions it is interesting to
note that superintendents across the country began to design their
own studies of retardation in their city’s school systems and tested
specific measures of dealing with non-promotion. School teachers
and principals noticed that with respect to the promotion of pupils
too much emphasis was placed on “memory proficiency, especially
in the upper grades, and too little credit was given to children’s men-
tal ability, general interests, bodily conditions, and possible improve-
ment during vacation” (Mirick, 1911, pp. 63—64). Thus, they found ped-
agogical reasons for promoting pupils that went beyond memorizing
the curriculum content. Educational professionals also addressed the
increased costs produced by “laggards”, but reframed this as an invest-
ment in the children’s future, which Superintendent Lurton of Anoka,
Minnesota, so aptly states by describing that the true loss, however, is
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the spiritual one which refuses to submit to statistical investigation.
The retarded pupils personally lose that fine spirit of initiative, of pro-
gress, of growth, of self-reliance, and of eagerness to achieve, which
constitutes the chief glory of youth, and which sends him from school
into life an effective member of society. By allowing him to become
retarded that birthright of the American boy is traded for the pottage
of idleness, failure, and self-distrust (Lurton, 1910, p. 464).

An extension of these remarks, and a commonly employed practice,
was the promotion of all pupils regardless of their achievements. For
example, in Indianapolis, Indiana, schools allowed for a trial period of
six weeks after having promoted all the school children so that they
could secure a spotin the next higher grade, even if their achievements
at the end of the previous school year would have not indicated their
promotion (Himelick, 1911, p. 316). In Boise, Idaho,

all grade standards are ignored in permitting weak pupils to
advance, but the normal pupils treat these special cases with
sympathetic toleration and do not relax in their own efforts
because their handicapped companions are not held to the
standard of work required of themselves. Standard tests of
efficiency in which the work of these specially promoted pupils
must be tabulated with the class demonstrate that the work of
each grade is more thorough than it was three years ago before
this policy of promoting the slow pupils had been generally
adopted (Meek, 1914, p. 424).

The superintendents of different cities reported that pupils “on proba-
tion” actually performed quite well — some on their own without extra
help, some with support (Himelick et al., 1911, p. 322) — and thus con-
cluded that the question of determining whether a pupil should be pro-
moted to the next grade or not requires experienced supervisors rep-
resented by experienced teachers and principals (Himelick et al., 1911,
p. 324). Hence, although the research conducted by actors from the
economic system can provide answers to the question of retardation,
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teachers and other professionals from the education system still took
it upon themselves and ascribed the skill to determine who could be
promoted even though their performance in schools might not match
the standardized requirements prescribed to their group of profession-
als in the curriculum.

Lastly, if we follow Luhmann in his categorization of the child
as amedium that serves as a connection between the education sys-
tem and the other social systems, in the case at hand we could define
the “retarded child” more specifically as a medium that engages with
the different systems and brings them in contact with each other.

2.2 Case Study 2: Pupil Categorizations as the Start
of the Mannheim System
In the following we will look at the fast-expanding city of Mannheim
in the German region of Baden. Since the late 1860s there were signi-
ficant curricular re-constructions in the school system. As a result, in
most schools of the then centrally-organized structure only a compar-
ably low number of pupils graduated from the highest classes of the
centralized eight year-long courses. This failure resulted from differ-
ent factors, such as an increased influx of workers in the city. This issue
was addressed as one of the first issues when Anton Sickinger (philo-
logist, 1858-1930) was appointed new city school council in 1895. His
reform approach, the Mannheim model, is what made him widely pop-
ular not only in Germany. The core innovation, as we argue, was the
proposed categorization of pupils.

Sickinger first collected different data on the school results that
he published in the city’s annual administration report from 1895
onwards. Having aggregated some data on Mannheim and gathered
some more from other cities for comparison, the first comprehensive
publication of his reform attempt was issued in 1899. The first imple-
mentations of his system in schools started in 1901. The proposal was
first discussed by Mannheim’s administration, and then with teach-
ers, before it was implemented. Once realized, it received wide atten-
tion at public congresses and in the teachers’ press and also within the
broader public. Here we can see how in the process of creating a distinct
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administrative model for organizing the city’s school system city coun-
cil Sickinger created an attributable identity that he forms, promotes
and legitimizes by using statistical findings (1899). Sickinger though
was not a teacher anymore, he was part of the city’s school adminis-
tration, hence the whole agenda setting can be understood as a pro-
cess of structural coupling.

In the historiographical discourse, the Mannheim System is widely
noted as part of a history of special education (Ellger-Riittgardt, 1980;
Geissler, 2006; Mo6ckel, 1988; Noll, 1985; Reh et al., 2021; Schwerdyt,
2019) but these studies are less concerned with the question of how
non-promotion could be declared a problem and with which termin-
ology it was discussed. The fascination with the reform blurred the
background of its initiation.

Prior to this administrative reform initiative, Mannheim, as well
as other city school systems, could already look back on a long his-
tory of differentiation on the level of curricular content and organiz-
ational units of pupil groups, generally referred to as classes (Jenzer,
1991; Topper, 2020; Topper & Isensee, 2020). Starting from relatively
loosely differentiated schools, where classes as well as divisions within
classes were an innovative approach to addressing pupils as a homo-
geneous group around 1800, normal schools and seminars for teacher
training were expanded, teacher cooperation within one school was
established and classes as units within the school system were imple-
mented. These processes were always accompanied by discussions
on how to deal with different ages, abilities and motivation levels
of the pupil cohorts and their effects on instruction, the individual
pupils and the teacher.’ This issue was mostly dealt with by teach-
ers and therefore formed a recurring topic in teachers’ discussions
and teacher education (Caruso, 2016, 2021). Meanwhile, questions
of organization where mostly addressed by the educational admin-
istration and handled by different actors (in the sense that they had

9  Themost prominent early discussion on this issue is delivered by Graff (1817) and
Herbart (1818).
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different forms of knowledge and (biographical) backgrounds), mak-
ing school administration and schooling loosely coupled but distinct
social systems. The concrete schooling, its preparation and knowledge

being produced and worked on in teacher seminars and teacher hand-
books dealt with the classroom techniques, while the administrations

continuously specified the curricular structures by developing school

systems and teaching plans that consisted of more and more classes,
ending with a class structure of eight classes for eight school years.
For such complex systems to work it was necessary that the major-
ity of pupils moved in the scheduled timeframe through their school

career, which in reality produced the tension between the school prac-
tice, where the curricular planning had to be realized, and the school

administration where increasingly complex curricular planning was

carried out to legitimize the growing expenses.

The newly occurring problem of promotion and its tradition
led to a veritable boom in proposals for individualizing observation
and measurement forms. During the 19th century there were some
discussions, were the idea of A- and B-classes as one example was dis-
cussed (Harten, 1891).

Sickinger approached the matter differently, starting from “the
empirical finding” (Schwerdt, 2019, p. 112) that too many pupils did not
reach the final grade of their school career and thereby only acquired
an “unfinished” education. According to Sickinger, the measure-
ments implemented previously did not manage to solve the problem
(Sickinger, 1899, p. 14). Instead, Sickinger used the empirical data from
Mannheim as well as from other large cities in the region of Baden and
showed that the problem was worse in Mannheim than in the other
cities. As teachers and the curriculum would be more or less similar,
he highlighted the “pupil material” as the crucial issue of the problem
of non-promotion. Within this group, he divided the pupils from the
different cities into separate subgroups, which he simply pre-defines
by using general promotion moments and procedures for the differ-
entiation he proposes:
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If the pupils are divided into the categories L. good, II. mediocre,
I11. deficient, according to their actual ability, which is primarily
determined by their natural aptitudes and by their upbringing
and care at home, the following may be true with regard to the
composition of the pupil contingents of the Mannheim and
Karlsruhe elementary schools: The Mannheim school contains
a larger percentage of students in the L. category as well

as a larger percentage of students in the III. category.

(Sickinger, 1899, p. 17)

Sickinger interweaves his axioms about the constitutions of the pupils’
abilities with his understanding of organizational structures by which
heis aiming to create legitimacy for his reform project. The central act
of creating new subject positions occurs as a simple operation of stand-
ardization: “If one takes for the measure, with which each of these
3 factors [natural endowment, diligence and the domestic conditions;
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Figure 1. Grouping students by achievement and educational ability, by Sickinger, 1899, p. 29.
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the authors] can assertitself, and likewise for the measure of the total
effect of the 3 factors with the individual child, the three degrees of

“good”, “average”, “deficient”, then the main pupil types can be estim-
ated and grouped in the following way” (see figure 1) (Sickinger, 1899,
pp- 28-29).

Here, Sickinger creates pupils’ categories and attributes —on a basis
of expectations of average pupils’ categories. He then deduces the
quantitative percentages of the general pupil population from the
promotion rates of the years before: “For the presumed strength ratio
of the extended and the simple school divisions, the previous promo-
tion results of the children who left school give fairly reliable indica-
tions” (Sickinger, 1899, p. 35). Obtaining and using this data could only
be possible due to a well-functioning administration and cooperation
with Sigmund Schott, the head of the statistical office in Mannheim."
Schottor Sickinger presented their results at the XV. Conference of the
Boards of Directors of the Statistical Offices of German Cities (which
took place in Mannheim from May 30 to June 1,1901). It was decided
there that non-promotion is to be included as a category in all the
city statistics and only from here on was it possible to gather data on
non-promotion rates on a broader level. A problem is fostered within
the school administration, and the gathering of empirical material is
initiated and, as the follow-up discussions until 1914 show, this discus-
sion becomes significant for the general educational discourse. Accord-
ing to Schwerdt, even positions disagreeing with the treatment accepted
the setting of the problem (Schwerdt, 2019, p. 112). The administrative
operations of book-keeping and comparing data created new know-
ledge, the “high” and “low-achieving” children and set a process of cat-
egorization into motion that, as an irritation, was also received in the
surrounding system. In the educational system then, the premise was
accepted: the non-promotion rate was too high and prevented prede-
termined universal education aspirations.

10 Head of the statistical bureau of Mannheim since 1897.
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To create this perception, Sickinger integrates quite a few rhetor-
ical measures, using cultural metaphors from different realms to frame
the constellation. First, he promotes the competition with other cities
in Baden and especially the competition with Karlsruhe: “Mannheim
elementary school ranked last among the expanded elementary schools
in the larger towns of Baden” (Sickinger, 1899, p. 1). He continues to
frame the situation as a “grievance”, describes the previously under-
taken administrative steps towards an improvement of the situation
as falling short. He cleverly mixes pedagogical and medical registers:

“Those hundreds, even thousands of children were released into prac-
tical life with a mutilated and therefore inadequate school education”
(Sickinger, 1899, p. 13), mixing the idea of an incoherent school path
with the image of an illness. He wants to prevent the “mutilation of
the school education” of children who would not reach the end of
their school career (Sickinger, 1899, p. 13). The framing of the school
system as a “school organism” might be a whole chapter on its own,
the same also applies to the “nature of the children”. (Sickinger, 1899,
p- 30) He also interweaves statistical terminology into his line of argu-
ment: Though normality as a concept in education (normal schools,
normal methods) has its own traditions, the idea of a “normal plan
target” is a distinct administrative concept. Moreover, Sickinger as
well involves pedagogical discursive concepts since he alludes to the
core factors educational pedagogical practitioners are confronted with
when he describes the categories he proposed: “natural endowments,
diligence and home conditions (education and care)” (Sickinger, 1899,
pp- 28-29). Yet, he mixes these concepts and aggregates them into stat-
istical categories, an operation thatis clearly administrative in nature
and not pedagogical. The last reference he invokes is the example of
high schools: If it is possible to differentiate school types there, why
notin the elementary schools (Sickinger, 1899, p. 30)?

All those steps aim at the discussion of the core administrative
function: the planning of the curriculum. It is here where the innov-
ation lies, he externalizes the inadequate function of the current cur-
ricular planning with respect to the pupil: “These regrettable results of
26 years of intensive school work are, as is obvious to the layman, due
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to the curriculum of the local school, or more precisely, to the dispro-
portion between the natural ability of the children and the demands of
the curriculum” (Sickinger, 1899, p. 13). So, the medium that he forms
from “factual performances” is the categorizable pupil that is differ-
ent with regard to his performance and educational capacity. As an
administrator, to be able to plan with the children’s “capacities”, he
must conceive of these as stable, measurable and calculable. Accord-
ing to his plan, the pupil must be assigned to specific groups to allow
for concrete planning.

In other areas the response to the Mannheim reforms were more
mixed and controversial; but in general, whether the public agreed
or disagreed with the proposed form of reorganization, the question
of non-promotion numbers was empirically researched and set as an
irritation to be discussed widely in the general press and very strongly
in the pedagogical press. Instead of discussing the reactions broadly,
we will highlight one reading of an influential educator from the Ger-
man teachers association, which delivers a pedagogical interpretation
of the irritation. Still, there were also educators that favored the pro-
posed changes. Readers and recipients in any case most often took up
Sickinger’s terminology and used it in concrete and mixed forms when
speaking about “weak and moderately talented” pupils (Feilcke, 1902).
Pretzel, a key figure in the national teachers’ associations at the time,
critically evaluates the Mannheim System (Pretzel, 1905). This text is
a good indicator for what actually is perceived as system-relevant for
the pedagogical practice:

In Mannheim, in particular, four-fifths of the boys dismissed
from school in the years 1877 to 1887 and two-thirds in the
decade 1887 to 1897 did not reach the top grade of the eight-
grade system, while in the same time almost half or one-third

of all boys had to leave school without having advanced even to
the second highest grade. That this is an extremely deplorable
fact cannot be denied, and Dr. Sickinger has undoubtedly earned
a great deal of merit by having for once exposed this deplorable
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state of affairs in full force and by having brought the necessity
of a remedy before the eyes of all the world (Pretzel, 1905, p. 18).

We see here the acceptance of the agenda setting. As a representative
of the educational practice system, Pretzel accepts the irritation and by
discussing it integrates it into the system’s communication. But from
his position, he disagrees with the interpretation of the irritation by
Sickinger: “It seems to me, however, thatin his search for the causes of
the problem, he places the greatest weight on a circumstance thatisin
fact only partly to blame, and that therefore his remedies basically fail.
Although Dr. Sickinger sets up three conditions on which the regular
progress of the pupils depend — the quality of the teachers, the quant-
ity and quality of the subject matter, and the quality of the learners (...),
he (...) bases it [his reform, the authors] exclusively on the third factor,
the different quality of the learners” (Pretzel, 1905, p. 13).

Pretzel criticizes the key element of Sickinger’s line of argument —
the interpretation of his empirical data: “If one deducts the categories
justdescribed from the nine tenths, there are certainly not too many left
to whom the characteristic of inferior ability, of ‘not being fully gifted’
would really apply, and who for this reason could be excluded from the
community of the fully gifted. This alone would probably change very
little in the figures of the leaving statistics, and therefore, conversely,
these figures cannot be a particularly important reason for the clas-
sification of pupils according to natural ability” (Pretzel, 1905, p. 13).

For defending the different ability levels found in the same class,
something that Sickinger frames as a problem, he argues from a pedago-
gical viewpoint that difference within classes would be better for teach-
ing; and that differences in abilities are gradual and not categorical.
Instructing “better and less qualified pupils” together would provide
benefits for both groups (Pretzel, 1905, pp. 13-14). The pedagogical
argument understands the heterogeneous class as a support structure
for its members. Sickinger defines special, meaning more homogeneous
classes, as superior. Pretzel says that “non-normal” pupils would be
outside the elementary school population anyway, hence all pupils in
this population would be normal and not different, as Sickinger argues.
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Pretzel questions the possibility to distinguish between the “fully able”
and the “below-average abled” pupil. Pretzel argues further that the

pupil who would end up in the weaker category would do so in many

cases due to external influences and not due to their own activities:

The theory speaks of a consideration of natural ability, of

a division into the better and the moderately able on the one
hand, and the moderately able on the other; in practice, however,
the division is simply made according to performance or even

(in the case of the second group of special class pupils) according
to knowledge. (...) [T]herefore, there is little left of a distinction
according to talent or natural ability, and the whole reform
essentially boils down to the question of whether those pupils
who have to repeat or make up for a certain class period should
do so together with the younger pupils who have just been
transferred to the class in question, or whether they should be
gathered from several schools into special classes. (...)

Quel bruit pour une omelette! (Pretzel, 1905, p. 19).

Pretzel reduces all talk on reform to two options, of which one, accord-
ing to his framing, would be less pedagogical and fair, but more acci-
dental and thus unfair.

Allin all, Mannheim is a fracture in the discourse that brings more
public attention to the problem of non-promotion and offers solutions,
and thereby invites broader discussions. The pedagogical reception is
mixed, but some core differences of the systems and their reception of
the reform proposal are illustrated. Still, in both systems the assump-
tions that there are — or can be — different categories of pupils within
the school population is commonly accepted, though the different sys-
tems answer differently to thisirritation, as either administrative (dif-
ferentiation into different schools / curricular paths) or pedagogical
measures (adding finishing classes / creating better support for under-
performing children) are proposed.

Here, the relevance of statistics as one aspect of school administra-
tion expands for the field of administrative thinking, being perceived
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as an irritation in the “external” social system, the system of school
practice, teaching and the constitution of the schooled pupils.

3. Discussion — Subjectivation through Structural Coupling

With this paper we aimed to contribute to a better understanding of
processes within the general inclusion-exclusion spectrum (Stichweh,
2016) as well as a better understanding of administrative procedures

and their social relevance. Our theoretical discussion about describing

connections between systems offers a way of viewing them as connec-
ted but not causally connected phenomena by invoking a new termin-
ology, thereby helping to better understand their influence on school-
ing and adding to solely descriptive but at the same time abstract case

studies. The problem of individualization, being discussed on the indi-
vidual level of teaching and also on the organizational level of school

management, thereby gains a different angle. In the case of Mannheim,
we have seen that promotion rates represented a problem both for the

school administration and for the system of schooling. New forms of
subjectivation and categories were discussed, forged and circulated,
mixing with already existing notions. The “deficient pupil” comes into

the picture in both systems as a medium and point of concern, while

having distinctively different meanings and producing different reac-
tions in the systems. It is especially the school administration that

alters the relations and thereby affects the schooling system with its

proposition of new measures to allocate pupils, which they legitim-
ize using statistical operations. The forged subject position is reflected

and partly rejected within the schooling structures while more atten-
tion is given to inner differentiation and attention for the problem of
non-promotion. Both systems are structurally coupled with the con-
nection point being the different categories of pupils within the pupil

population. The “deficient child” is one term to label this medium

between the systems. We saw as well that both systems used differ-
ent cultural terminologies and registers to problematize the situation —
striking here are the moral, medical and cultural effects, but itis also

interesting to observe that the administrative system invokes school-
ing and family rationalities to convince teachers and parents of their
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point of view. At the same time, it seems that the teaching profession
is not only divided in their reception but as well more focused on ped-
agogical thinking and less open towards other rationalities, though
they still recognize the administrative nature of the proposed system.

In the case of the USA, we have a similar development with slightly
differing actors and rationales. Here, the innovation does not come from
alessinfluential administration itself but from influential external act-
ors that endorsed the idea of failing school education, wasted expendit-
ures and unfinished schooling processes. Again, administrative data
and resources were invoked, statistical measures were discussed and
as a result, ideas of a mismatch between current schooling and cer-
tain pupils were brought forward, which found their expression in the
label of the “retarded pupil”. In this example, a psychological expertis
involved, who incorporated the knowledge and rationales of his spe-
cific scientific field, and thus acted as an intermediary instance between
the system of schooling and the administration system. This in turn
created a specific terminology and made room for a differentiation
within the pupil population, which served as a starting point for psy-
chological observations and further studies in different local admin-
istrations. “Laggards” are set as a medium and discussion point of the
schooling system, and are addresses by the administration as an area of
expertise for the psychological profession and their procedures, from
which they started to produce differentiating knowledge about children.

Thus, we showed that there is something to gain from this perspect-
ive, namely that we can get closer to how certain phenomena related
to schooling and school organization emerge and how different social
systems establish contact between one another. We can also observe
how change is proposed, reflected, adapted and rejected within these
respective procedures, e.g. the study conducted by Ayres sparked addi-
tional local studies by school administrations that sought to verify, and
in some cases expand, the study’s method and categories. The teach-
ers’ discussion more or less rejected the Mannheim system, yet some
city administrations took up the idea and some teachers promoted it.
In general, the idea to differentiate within the pupil population itself
(regarding teaching or the administration of school structures) gained
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momentum and the possible and new reaction of differentiated plan-
ning was (re-)established. The emergence of a new subject position
and new subjectivation procedures in this process occurred as some-
what of a “side effect” of “structural differentiation” rather than as
an unspecified phenomenon.

We tried to visualize this process as follows (figure 2):

pupil deficient
categorization pupil

SR Economic
System
/
Educational-
Administrative
System

Education System

Structural Coupling

Figure 2: Model of structural coupling applied to the case studies.

What we know from research on Stern and Binet is that the psycholo-
gical profession started to gain social relevance around 1900, but what
our contribution clarifies is that and how the problem of differences
within the pupil population was recognized and perceived as an irrita-
tion within different systems, which would in turn demand an under-
standing of, descriptions and ideally procedures to capture and sup-
port the administrative differentiation procedures. Itis this re-focusing
that Sickinger aims at with statistical means, while teachers (continu-
ously) applied their own forms of measuring their pupils’ progress and
decided on their allocation. Organizing such allocation procedures
and invoking teachers’ judgement abilities would later become a core
part of the emerging psychological innovations (Lamberti, 2006) and
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came to be one of the key focal points of teacher training in the emer-
ging scientific lectures (Ewald, 1913).

The question that remains of course is what exactly happens with
the different groups of children and their subject positions? Do they
develop specificities and how are these connected to the logics of the
social systems that are producing their subject position and how does
the medium of the “deficient child” affect the evolving intermediary
structures and the emerging form of coupling? To explore this question,
itwould be helpful to look in more detail at the processes of culturality
and how they affected the systematic procedures. Certainly, the “defi-
cient child” and child abnormalities play a significant role, and med-
ical terminology exerted a strong influence on the systems of interest
here, but how exactly did medical terminology become so significant
in these discourses? Were there any specific moments, actors and sys-
tematic interactions, or do we see more of a meta-influence with the
medical field being very popular around 19007 Such questions await
further research to which we hope the introduced concepts might con-
tribute and spark debates.
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Abstract In this paper, the author intro-
duces the collections of the secondary gram-
mar schoolin Kalocsa. The author researches:
(1) the subjects that the formal collections
were created to facilitate teaching, (2) what
their purpose was, (3) the manner in which
these collections were accumulated, and
(4) how they were used. The annually pub-
lished school yearbooks provided the main
sources of this research. As a method, we ap-

plied historic document analysis. The value

DOI 1015240/tul/006/2024-1-007 of teaching natural sciences was amplified in

the course of the 19th century, primarily in its
second half, as a result of industrial modern-

isation. Thus, a number of natural scientific subjects were taught on an obligatory basis

(natural history, geography, physics, chemistry). Studying these subjects was facilit-
ated by the collections, which were also established in this grammar school —besides

the collections of humanities such as the historical one. The mineralogical collection

constituted the most outstanding one in the Kalocsa secondary grammar school, but

its animal and plant collection also burgeoned. Behind these outstanding collections

stood one or other Jesuit teachers, who were driven, besides the aim of teaching, by
the desire of scientific understanding. Among the Jesuits in Hungary, just as in other
countries, the interest in natural sciences escalated. The collections grew during the

study tours announced for students, in the course of the curators’ acquisition excur-
sions, and also as aresult of donations, purchases and exchanges. Following the state

appropriation, the material of the Kalocsa caches was dispersed.

Keywords  collections, Jesuits, secondary grammar school, Kalocsa, Hungary, sci-
ence, education, 19th and 20th century
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Introduction’

In our study, we introduce the history of the archbishop’s secondary
grammar school at Kalocsa, focusing on its collections. In 1860, the
Society of Jesus took over the management of the school because of the
decision of the school’s maintainer. It was the only Jesuit secondary
school in Hungary until 1912, when the Pécs Gymnasium was founded.
In other areas of the Austro-Hungarian Monarchy, the Order ran sev-
eral secondary schools from the 1850s onwards, following a favourable
change in church policy, namely in Mariaschein (Sejnov-Bohosudov)
in the Czechia, in Kalksburg in Lower Austria and in Feldkirch in Vor-
arlberg. These institutions were similar (for example, in their aims and
methods of religious education), but they differed from each other,
since they had to conform to the standards of the state, even after
they had acquired the right of publicity. As the two governments were
allowed to pursue independent educational policies after the Aus-
tro-Hungarian Compromise of 1867, the two halves of the Monarchy
were governed by different laws. The curricula were adapted to the
requirements of the time, so most of the subjects were the same.

Collections were set up in all secondary grammar schools to pro-
mote education, in line with the customs and standards of the time.
This was also the case in Jesuit institutions. In our study, we will exam-
ine (1) the subjects that the formal collections were created to facilit-
ate teaching in the Kalocsa secondary grammar school, (2) what their
purpose was, (3) the manner in which these collections were accumu-
lated, and (4) how they were used.

The annually published school yearbooks (1860/61-1943/44,
1947/48) provided the main sources of this research. The school director
reported in the yearbooks on the content and growth of the scientific
collections (“museums”), so changes can be easily tracked. Teach-
ers at the school have also published articles on the use of the collec-
tions. The school history summaries from each school year also covered

1 The research was accomplished with the support of the Scientific Fund at the
Faculty of Arts of the University of Debrecen. It was presented at the 43. ISCHE
Conference in Milan, on the 31st of August, 2022.
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them, as did the obituaries of the teachers. The yearbooks are there-
fore the richest primary source on the subject. They also contain histor-
ies of laboratories and collections that can be considered as secondary
sources published (cf. Hegedis, 1940; Hegyi, 1936; Nagyfalusy, 1936;
Pap, 1936; Téth, 1908). Information from the yearbooks has been added
to summaries in older and more recent publications (Klamarik, 1896,
pp- 189-193; Téth ed., 1910; Adridnyi, 2000, pp. 346—348; Lakatos, 2010;
Bélint, 2021). In the paper are also included for illustration photo-
graphs of the collections, which can be found in the Hungarian Jesuit
Archives®. The research could be supplemented with other archival
sources at a later stage, but these are locally researchable in Kalocsa,
and our experience of previous archival research on school history sug-
gests that the results would be very tentative. In the so-called mixed
documents (5.48 linear metres), we could probably find sources from
the correspondence of the Directorate.’ We therefore preferred to use
the yearbooks. As a method, we applied the traditional historic doc-
ument analysis.

The value of teaching natural sciences was amplified in the course
of the 19th century, primarily in its second half, as a result of indus-
trial modernisation. (In other European countries, similar processes
took place [cf. McCulloch, 1987; Zott, 2007]). On the one hand, nat-
ural scientific expertise became a part of general knowledge, and on
the other hand, secondary grammar schools had to assume the pre-
paration for technical, natural scientific, and medical academic stud-
ies, as well. Thus, a number of natural scientific subjects were taught
on an obligatory basis (natural history, geography, physics, chemistry).
These were facilitated by the natural science laboratories and collec-
tions that were made compulsory in secondary grammar schools in
Hungary. In fact, at the end of the 19th century, the role of the sub-
jects in education was strengthened, as in other European countries

2 Archives of the Hungarian Province of the Society of Jesus.

3 Cf. KFL VL 1. Kalocsai Erseki Fégimndzium. Kalocsai Féegyhdzmegyei Levéltdr.
Available at: https://archivum.asztrik.hu/?q=oldal/kflvil-kalocsai-erseki-fogim-
nazium.
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(cf. Insulander & Thorsén, 2023). It is therefore worth examining this
process through case studies. This study focuses on a single school, the
Jesuit College in Kalocsa, whose collections, especially in the natural
sciences, can be considered to be outstandingly rich. Alongside these,
collections of humanities (e.g. history) have also been established. In
this study, we will also look at these collections, with the aim of giv-
ing a complete picture of all the collections and their role in the school.

Behind these outstanding collections stood one or other Jesuit
teachers (e.g. Fr. Mike Téth*, Fr. Jdnos Thalhammer®, Fr. Ferenc Speiser®),
who were driven, besides the aim of teaching, by the desire of scientific
understanding. Among the Jesuits in Hungary, just as in other coun-
tries, the interestin natural sciences escalated (cf. Udids, 2019), which
also contributed to the scientific research efforts, and through this, to
establishing the collections. The Jesuit secondary grammar school was
no longer an explicitly or more humanistic institution.

We do not attempt to compare the collections of the individual
Jesuit grammar schools in this paper, although it would yield interesting

4 Mike (Mih4ly) Téth (1838-1932) entered the Jesuit order at the age of 16. He began
teaching in Kalocsa in 1862 and spent 52 years at this gymnasium. For three years
he taught at the Jesuit College in Kalksburg (Austria) and for one year at the Jesuit
secondary grammar school in Pécs. His main subject was natural history, but he
also taught many other subjects. He founded and published three religious journ-
als and also scientific publications (‘“Téth Mike [Mihdly]’. Jezsuita névtdr. Available
at: https://nevtar.jezsuita.hu/toth-mike-mihaly/).

5 Johann (Jdnos) Thalhammer (1847-1934) was born in Austria. He taught at the
College in Kalocsa 1876-1878 and 1881-1912, mainly natural history, mathemat-
ics and geometry. From 1913 until his death, he was a teacher in Pécs, at the Jesuit
secondary school. He did considerable research in natural sciences (‘Thalham-
mer Johann'. Jezsuita névtdr. Available at: https://nevtar.jezsuita.hu/thalham-

-mer-johann/).

6  Ferenc Speiser (Speiszer) (1854-1933) entered the Jesuit order in 1872. He taught
for a long time in Kalocsa, mainly natural history, and also served as rector, dir-
ector of the grammar school, head of the boarding school and caretaker. Between
1912 and 1918 he was the head of the Hungarian Province of the Society of Jesus.
He carried out considerable research work in natural sciences. (‘Speiser [1881-ig
Speiszer| Ferenc’. Jezsuita névtdr. Available at: https://nevtar.jezsuita.hu/speiser-

-1881-ig-speiszer-ferenc/).
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results. Our preliminary research reveals minimal differences between

them. In the Feldkirch secondary grammar school, for example, a botan-
ical garden was established in the 1890s (Rébay, 2020, p. 249). The lat-
ter was not necessary in Kalocsa, where students could visit the Arch-
bishop’s Garden. The difference, as far as we know, was more in the

richness of the individual collections. This was due to the different

interests of the teachers. In each school there were teachers who were

outstanding academics in different fields, teachers who at the same

time considered visualisation to be of paramount importance.

A Brief History of the Jesuit Secondary School in Kalocsa

The Kalocsa secondary grammar school’s history is well documented
(cf. Adridnyi, 2000; Kerkai, 1942; Kom4rik, 1896, 1935; Lakatos, 1910,
2019; Rébay, 2022,2023; Téth ed., 1910), so we provide a list only of the
elements that are by all means relevant regarding the present study.
Count J6zsef Batthyany, archbishop of Kalocsa’, founded the school
back in 1765. Until 1860, the Piarists directed it. Due to the strict reg-
ulations in the Austrian modernisation decree, the Organisationsent-
wurf (1849), the six-class institution had to be reorganised into a lower
secondary grammar school consisting of four classes. The archbishop
of that time, Jézsef Kunszt (1851-1866)°, wished to reinstate the insti-
tution as a complete main secondary grammar school; that is, a sec-
ondary school functioning with eight classes, and develop the insti-
tution into boarding school. For achieving his goals, instead of the
Piarists, he sought the help of the Jesuits, and that order duly took over

7  Count Jézsef Batthydny (1727-1799) was consecrated bishop of Transylvania in
1759. He was Archbishop of Kalocsa from 1760 and of Esztergom from 1776.In 1778
he was appointed Cardinal (‘Batthydny Jdzsef’. Magyar Katolikus Lexikon. Avail-
able at: http://lexikon.katolikus.hu/B/Batthy%C3%Alny.html).

8  Jézsef Kunszt (1790-1866) was appointed bishop of Kassa (today KoSice, Slovakia)
in 1850. He was Archbishop of Kalocsa from 1852 until his death. He made signific-
antimprovements to the city: he founded a Catholic girls’ school and Archbishop’s
teacher training school, and had a new building built for the Jesuit College (‘Kun-
szt J8zsef’. Magyar Katolikus Lexikon. Available at: http://lexikon.katolikus.hu/K/
Kunszt.html).
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the institution’s management (1860). The secondary grammar school
remained under the archbishop’s maintenance, and thanks to the gen-
erous support by Kunszt, then Archbishop Lajos Haynald (1867-1891)°,
amodern religious house and school building (a Jesuit college) were

erected on a territory that continuously expanded.

Picture 1. The facade of the Jesuit secondary grammar school at Kalocsa (1896).
Source: Yearbook, 1895/96, p. 2.

From the school year 1861/62, the secondary school took on one new
class every year. The first final exam was held in 1865. In 1878, the
building (see Picture 1) accommodated the Haynald-observatory, the
second of its kind in Hungary, to accomplish scientific work (see Mojzes,
1986, pp. 48—-94). The scholarly archbishop — a botanist —intended to
provide an opportunity for teachers dealing with natural sciences
to engage in astronomical researches, and the students had a chance
to acquire the basics of astronomy.'® He hoped to raise the interest of

9  Lajos Haynald (1816-1891) was bishop of Transylvania from 1852. He was deposed
in 1863. He was archbishop of Kalocsa from 1867 until his death. He built a build-
ing for the teachers’ training school and developed the Jesuit College. He founded
several orphanages and in Kalocsa a seminary for priests (‘Haynald Lajos’. Mag-
yar Katolikus Lexikon. Available at: http://lexikon.katolikus.hu/H/Haynald.html).

10 This actually came true: the students carried out astronomical observations. In
1912, the Ministry for Religion and Public Education granted permission for this
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a few students for a scientific career. For designing and equipping the

observatory, the archbishop commissioned Miklés Konkoly-Thege",

the manager of the observatory in Ogyalla. Jesuit astronomers filled

the institution’s directorial position. Its first manager was the German

Dr. Karl Braun, S]'* until 1884, then for a short time, another German,
Adolf Hiininger, SJ*° and later Gyula Fényi, SJ™* establishing the institu-
tion’s fame in the international scientific field between 1886 and 1913

(see Picture 2); finally, until the order’s dissolution (1950), the Swiss

Dr. Tivadar Angehrn, SJ." The institution received a state grant from

n

12

13

14

15

(Cf. Yearbook, 1912/13, pp. 119-120; Yearbook, 1913/14, p. 74; Yearbook, 1915/16, p. 59;
Yearbook, 1917/18, p. 9).

Miklds Konkoly-Thege (1842-1916) studied law at university, but also attended
lectures on natural sciences. In 1867 he established a meteorological observat-
ory on his estate in Ogyalla (today Hurbanovo, Slovakia), and in 1869 he founded
a private observatory where he carried out scientific research. He helped to estab-
lish several new observatories. Between 1890 and 1911 he was director of the Royal
Hungarian National Central Institute of Meteorology and Geomagnetism (Ogyal-
lai birtokdrdl formalta a magyar meteoroldgia sorsat Konkoly-Thege Miklés, 2023.
Miuilt-kor. Available at: https://mult-kor.hu/ogyallai-birtokarol-formalta-a-mag-
-yar-meteorologia-sorsat-konkoly-thege-miklos-20230217).

Karl (Carl) Braun (1831-1907) entered the Jesuit order in 1864. He obtained doc-
torates in theology and philosophy. However, his interests turned to mathemat-
ics and natural sciences (physics, astronomy). He became a student of the Italian
astronomer Angelo Secchi. Between 1878 and 1884 he was director of the obser-
vatory in Kalocsa (‘Braun Karl’. Jezsuita névtdr. Available at: https://nevtar.jezsuita.
hu/braun-karl/).

Adolf Hiininger (1876-1910) entered the Jesuit Order as a lay priest (1877). From
1882 he was assistant to Karl Braun at the Kalocsa Observatory, later becoming
its director. He left Kalocsa in 1886, first teaching mathematics and then theo-
logy (‘Huninger Adolf’. Jezsuita névtdr. Available at: https://nevtar.jezsuita.hu/
huninger-adolf/; ‘Htininger Adolf’; Historia — Tuddsnaptdr. Available at: https://
tudosnaptar.kfki.hu/historia/egyen.php?namenev=huninger).

Gyula Fényi (Finck) (1845-1927) entered the Jesuit order in 1864. 1872-1874,
1878/1879, and from 1881 until his death he worked in Kalocsa. In 1881 he became
assistant of the observatory, and from 1886 to 1913 he was its director. He made
significant scientific achievements (‘Fényi [Finck] Gyula’. Jezsuita névtdr. Available
at: https://nevtar.jezsuita.hu/fenyi-finck-gyula/).

Tivadar Angehrn (1872-1952) was born in Switzerland. He entered the Austro-Hun-
garian Province of the Society of Jesus in 1893. He studied not only philosophy and
theology, but also astronomy, physics and mathematics. He worked as a teacher
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1927. The observatory also possessed a reference library. The observa-
tions they completed here appeared in their own scientific publications.
Besides astronomy, as far back as from the end of the 1880s, meteor-

ological researches took place here, such as measuring the vibration
of the earth.

Picture 2. Fr. Fényi (middle) and Fr.
Anghern (left) in the Observatory (1912).
Source: Photo Collection Archives of the
Hungarian Province of the Society of
Jesus (AHPS]J).

In the school year 1904-1905, during the archbishopric of Gyorgy
Csészka (1891-1904)" and Gyula Varosy (1905-1910)", both former
students of the Kalocsa secondary grammar school, the institution

at the Jesuit colleges of Mariaschein (today Bohosudov, Czechia), Kalksburg and
Kalocsa. He spent nearly 40 years in the latter. He was the last director of the ob-
servatory (‘Angehrn Tivadar’. Jezsuita névtdr. Available at: https://nevtar.jezsuita.
hu/angehrn-tivadar/).

16 Gyorgy Csészka (1826-1904) was appointed Bishop of Szepes in 1874. He founded
several girls’ schools and an orphanage for girls. He became Archbishop of Kalocsa
in 1891. He made a significant donation to the building of the House of Teachers
(Tanitdék Hdza) in Kalocsa (‘Csdszka Gyorgy’. Magyar Katolikus Lexikon. Available
at: http://lexikon.katolikus.hu/C/Cs%C3%Alszka.html).

17  Gyula Vdrosy (1846-1910) was appointed Bishop of Székesfehérvdr in 1901, and
then Archbishop of Kalocsa in 1905 (‘Vérosy Gyula’. Magyar Katolikus Lexikon. Avail-
able at: http://lexikon.katolikus.hu/V/V%C3%Alrosy.html).
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again underwent significant extensions. Among others, the laborator-
ies with the largest collections acquired their permanent housing in the
newer part of the building, which was completed in 1905. In 1912, yet
another reconstruction occurred, and in the 1920’s, a grandiose renov-
ation was implemented, financed from a state grant (Adridnyi, 2000,
pp- 333-345; Komdrik, 1896, pp. 81-98; Lakatos, 2010; Lakatos, 2019,
pp- 170-171; Angehrn, 1928, p. 8).

Following the secondary school act of 1924, the Kalocsa grammar
school turned into a ‘redlgimndzium’ (secondary grammar school with
an emphasis on science) for a short period." Aside from this intermezzo,
up until the state appropriation that took place in 1948 throughout the
whole country and affected every single public education institution,
it functioned as a secondary grammar school (‘gimndzium’), running
first shared classes, then their own primary school classes after 1945™
(Yearbook, 1924/25, p. 1; Yearbook, 1925/26, p. 1; Yearbook, 1947/48, p. 17).
The institution wasn’t restored to Jesuit management even after the
regime change in 1989/90, remaining under state management; how-
ever, it bears St. Stephen’s name again.

After the re-authorisation of the Jesuit Order (1852), the gram-
mar school in Kalocsa was the only Jesuit grammar school in Hungary
until 1912 (when another grammar school was founded in Pécs). It was
therefore the only place where young people could receive a Jesuit edu-
cation, while other monastic orders (e.g. Piarists, Benedictines, Fran-
ciscans, Cistercians) maintained several institutions. (Most of the sec-
ondary schools were owned by religious denominations until 1948.)

18  Besides the secondary grammar school and the ‘redliskola’ (in German ‘Realschule’,
school with an emphasis on science), the law brought in the ‘redlgimndzium’ (in
German ‘Realgymnasium’ as an intermediary type, where Latin was taught on
a compulsory basis, but Greek was not.

19 In 1945, the Hungarian school system was transformed: the eight-grade seconda-
ry grammar schools became four-grade schools. So that the lower classes didn’t
getlost, the maintainers endeavoured to open primary-grade institutions — whe-
re none were available. Precisely this happened in Kalocsa. The basic-grade scho-
ol obtained the name ‘general school’ (in Hungarian ‘dltaldnos iskola’).



166 Historia scholastica 1/2024 10 Magdolna Rébay

The Jesuit grammar school in Kalocsa was particularly popular with
the Catholic aristocracy.

The number of students enrolled (see Figure 1) exceeded 400 in
1865/66 and 500 20 years later. After the First World War, the number
of pupils decreased due to the border changes. After the partition of the
Kingdom of Yugoslavia (1941) and the annexation of some former Hun-
garian territories, the number of students started to increase again. The
loss of territory after the Second World War (1945) was compensated
by the start of classes providing primary education.
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Figure 1. Number of students enrolled at the Jesuit secondary school in Kalocsa
(in 1947/48 with primary school’ pupils). Source: Yearbooks, 1860/61-1943/44,
1947/48.

The high number of students also led to a large teaching staff. In 1876/77,
the first year for which the school yearbooks published data, there were
18 teachers, of whom only the gymnastics teacher was lay (Yearbook,
1876/77, pp. 12-13). From 1885/86, the number of teachers, including
the extraordinary teachers, exceeded 20 (Yearbook, 1885/86, pp. 4-5).
In later years it typically ranged between 20 and 30 teachers (cf. year-
books).
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Secondary Grammar School Education

The humanities-oriented education that traditionally character-
ises Jesuit schools, namely the command of Classical languages and
the importance of acquiring poetic and rhetoric skills, manifested in the
researched period. The humanities subjects within the curriculum, as
well as the linguist’s circles or academies primarily focusing on deep-
ening Latin language command, served this very purpose; this frame-
work also provided the opportunity to enhance the knowledge of Hun-
garian, Greek, at times the German language, and as a sign of modern
times, even mathematical skills. The students presented their best
writings on festive occasions (Yearbook, 1885/86, pp. 35-36; Komdrik,
1896, pp. 70-71).

The world of industrial modernisation amplified the value of teach-
ing natural sciences, and these subjects’ social usefulness increased;
thus, the need for teaching them heightened. (As noted, in other
European countries, similar processes took place [cf. McCulloch, 1987;
Zott, 2007]). Natural scientific expertise became a part of general know-
ledge, so secondary grammar schools had to assume the preparation
for technical, natural scientific, and medical academic studies, as well.
Thus, a number of natural scientific subjects were taught on an oblig-
atory basis (natural history, geography, physics, chemistry) (Lakatos,
2019, pp. 170-171).

Figure 2 show the changes in Hungarian state curricula; the Jesuit
secondary grammar school also followed the regulations issued by
these. Between 1861 and 1879, the number of natural science lessons
grew considerably. Later —with the number of natural science subjects
even decreasing — the most conspicuous change shifted from quantit-
ative to qualitative, namely the school subject selection becoming more
differentiated (see Figure 3), with chemistry, as the last one among
the natural science subjects, becoming independent in 1934. In a con-
trary tendency, in 1924, descriptive geometry was cancelled, while the
number of mathematics classes grew to some extent, but at a smal-
ler rate. In 1934, several new, formerly at best optional subjects were
introduced, such as stenography and singing besides health studies
and homeroom classes, while the number of drawing classes increased.
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Thus, at this time, a spurt of arts and crafts subjects can be observed
(Mészdros, 1991, pp. 110-117).
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Figure 2. Weekly number of secondary grammar school subjects in the state
curricula. Source: own editing based on Mészaros, 1991, pp. 110-117.
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Figure 3. Weekly number of mathematics and natural science subjects in the state
curricula. Source: own editing based on Mészdros, 1991, pp. 110-117.

Concerning the contents of natural science education, let us highlight
an ideologically sensitive issue: when did Charles Darwin’s evolution

theory find its way into the secondary grammar school curriculum?*°

20 Iam grateful to Lada Hubatovd-Vackova for raising this question.
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The 1879 state curriculum for natural history prescribed observing and
comparing the more interesting groups of animals and plants, apply-
ing a taxonomic approach — which was, however, not yet based on the
concept of evolution. That theory appeared by the 1890s, and the 1899
curriculum already contained elements referring to it. Getting acquain-
ted with phenomena, processes, and natural laws formed another part
of the general goals. Similarly to previous curriculums, this new one
continued to accommodate a religious interpretation, since it aimed
at revealing the divine harmony of the universe. Thus, the 1899 cur-
riculum reflects a kind of dichotomy due to the parallel presence of old
religious attitude and new scientific interpretation. The Catholic school
books based on this curriculum illustrate how the theory of evolution
was slowly gaining ground: while it featured in the school book writ-
ten by the Piarist Miklés Orméndy?’, it was missing from the work by
a fellow Piarist Lajos T6kés**. According to Istvdn Tasi’s evaluation, the
parallel presence suggests a kind of uncertainty, while at the same time
clearly demonstrating the openness of the period’s thinking. The lack
of unambiguous stance-taking left a broad range for teachers’ inter-
pretations (Tasi, 2016, pp. 340-245).

Fr. Mike Téth, who taught natural sciences for a long time in the
Kalocsa school, emphasised the possibility of reconciling faith with
natural sciences, which indicates the presence of the aforementioned
parallelism at Kalocsa. For the youth, Téth constructed a list of natural

21  Miklés Ormdndy (1846-1911) entered the Piarist Order in 1868. In 1880 he gradu-
ated as a teacher of natural history and chemistry. From 1888 he was principal and
director in Sdtoraljadjhely. From 1900 until his death he taught in Budapest. He
wrote textbooks on natural history for secondary grammar schools and for teacher
training schools. He also acquired botanical articles (‘Ormdandy Miklés’. Historia —
Tuddsnaptdr. Available at: https://tudosnaptar.kfki.hu/historia/egyen.php?name-
nev=ormandy).

22 Lajos T8kés (1873-1951) entered the Piarist Order in 1890. In 1898 he graduated
as a teacher of natural history, geography and physics. He was a teacher at sev-
eral Piarist grammar schools. Besides his scientific articles, he wrote textbooks on
natural history for secondary grammar schools and for teacher training schools
(“T8kés Lajos’. Magyar Katolikus Lexikon. Available at: http://lexikon.katolikus.hu/
T/T%C5%91k%C3%A9s.html).
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scientists who were believers, remarking on several of them that they
fought against Darwin’s theory, which suggests thathe didn’t acceptit
either (Téth, 1928, p. 18). The students themselves could get acquain-
ted with the theory itself. At least we know that one of the lectures
held by a member of the Natural History Circle dealt with it, while it
remains unknown whether this lecture carried a positive or negative
connotation (Yearbook, 1897/98, p. 72). In 1908, Fr. Istvan Komdrik®’,
a teacher of Latin-Greek, history, and philosophy, held a lecture in
town for those who were interested: in this lecture, he expounded on
the necessity of creation, endeavouring to refute the ‘monkey theory’
with scientific means (Yearbook, 1907/08, p. 110). Then in 1911, Fr. Fer-
enc Pinzger™, a teacher of geography and natural history, treated the
issue having the same goal, expressing a similarly negative judgement
while at the same time going as far as accepting a few elements of the
Darwinian theory (Yearbook, 1910/11, p. 130). Darwin’s name and the
concept of race theory never came up in the yearbooks again, so it
remains unknown when rejection turned into acceptance.”

Prior to World War I, the youth associations providing a frame-
work for the students’ leisure activities — beyond the Congregation of
Mary, founded in 1870 — primarily possessed a humanities character:
from the 1880’s, besides the academies and linguistic circles, a Liter-
ature Circle also functioned. It was the need to react to new scientific
theories that led to founding the Natural Scientific Philosopher Circle

23 Istvédn Komdrik (1855-1940) entered the Jesuit order in 1877. He graduated as
a teacher. He worked as a teacher in Kalocsa for most of his life (1891-1903,
1906-1919, 1923-1926, 1927-1937), teaching mainly philosophy, Latin and his-
tory (‘Komdrik Istvan’. Jezsuita névtdr. Available at: https://nevtar.jezsuita.hu/ko-
marik-istvan/).

24 Ferenc Pinzger (1872-1841) was born in Austria and entered the Jesuit order in
1888. He graduated in history and mathematics at the University of Budapest.
He taught natural history and geography in Kalocsa from 1898 to 1900 and from
1908 to 1918. From 1912 he was the head of the natural history collection. In 1919
he continued his teaching in Pécs until his death (‘Pinzger Ferenc’. Jezsuita névtdr.
Available at: https://nevtar.jezsuita.hu/pinzger-ferenc/).

25 Analysing schoolbook use might provide some base points for this but we did not
have the means for that within the framework of this article.
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in 1884. The circle acquired its members from higher-grade students
(Komdrik, 1896, pp. 70-72; Adridnyi, 2000, pp. 349-350; Riegl, 1906,
p- 34). The circle continued to function after World War I. Students of
grade 8 discussed issues of natural philosophy and social ethics dur-
ing its sessions (see Yearbook, 1935/36, pp. 49-50).

Extra-curricular classes were established for the purpose of sup-
porting natural science education and scientific research, providing
a field for self-educational types of leisure activities. The pupils could
become members of the Technical Circle, Photographer Circle, Phys-
ics Circle, Chemistry Circle, Mathematics Circle and Aero Circle —even
though not at the same time. The first two were mentioned as far back as
the 1920’s. Members of the Technical Circle made, among others, phys-
ical tools and radios, fixed bicycles, did carpentry work with a chainsaw.
The circle educated its members to value manual work while strength-
ening their character. From the end of the 1930’s, in the framework of
the Physics Circle, it was possible to complete physical observations
and measurements one afternoon per week. The circle had so many
applicants that many of them had to be turned down. The Chemistry
Circle and the Mathematics Circle as well as the Aero-Circle was foun-
ded at the beginning of the 1940’s. All this clearly signals the enhance-
ment of interest in natural sciences. In human science and arts fields,
launching new extra-curricular classes occurred much less frequently
(Komdrik, 1935, p. 15, p. 36; Yearbook, 1928/29, p. 23, p. 29; Yearbook,
1929/30, p. 32; Yearbook, 1937/38, p. 94; Yearbook, 1942/43, pp. 23-24;
Yearbook, 1943/44, p. 20).

Laboratories and Collections of the Secondary Grammar
School in Kalocsa

Implementing State Prescriptions

In the course of the 19th and 20th centuries, modernising secondary
education resulted in stricter conditions regarding school buildings in
Hungary. School prescriptions had to be followed by denominational
authorities, as well. Laboratories were needed for the purpose of stor-
ing demonstration tools and experimenting equipment. This ensured
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realising the aim of empirical learning in natural science education.
The individual grammar schools sought to expand their existing col-
lections and to establish new ones in response to the needs of the state,
social expectations and the development of science. The form this took
depended onlocal conditions (financial situation, teachers’ knowledge
and interests). In the case of the secondary school of Kalocsa, its sci-
ence collections have become a national reference.

In the 1860’s, subjects of physics and natural history were still
housed in the same room. No separate physics lecture room existed,
so the experiments related to the curricula were carried out in the
classroom or the laboratory. In 1889, the physics laboratory (see Pic-
ture 3) was separated via constructing a new drawing and physical
exercise room and setting up a teachers’ study room.

Picture 3. The physics laboratory between 1889 and 1905. Source: Riegl, 1906, p. 10.

In 1892, a ministerial act mandated that every secondary grammar
school must possess a physics laboratory (72 m?), a physics lecture room
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(72 m?) that could also be used as a chemistry lecture room, a chem-
istry laboratory (approx. 40 m?), a natural history laboratory (72 m?),
as well as a history and philology laboratory (72 m?). The 72 m? sized
laboratories could be set up in two smaller rooms, as well (Pintér, 1928,
pp. 358-360).

The Kalocsa College conformed to these conditions in 1904/05. The
wide spaces allowed for exhibiting objects and tools formerly kept in
storage rooms, besides motivating the maintainer and the manage-
ment to purchase new items (T6th, 1908, p. 3, 7). As a result of these
reconstructions, the physics laboratory was housed on the ground floor
(77.5 m?, see Picture 4), as well as the chemistry and physics exper-
iment classroom (84 m?, see Picture 5), the physics teacher’s room
for preparing the experiments (23 m?), a separate physics instructor
room for scientific work (17 m?), the chemistry laboratory (37 m?) and
the chemistry storeroom (12 m?). Dangerous chemicals went into spe-
cial cubicles. For constructing and equipping this part of the building,
the designers garnered ideas through inspecting foreign institutions
(Riegl, 1906, pp. 9-13).

Acquiring precision tools appeared as an idea in the 1880’s. This
aimed, on the one hand, at enabling the teachers to do scientific
research work themselves, and on the other hand, at getting the stu-
dents accustomed to more accurate perception and measurement (ibid.,
p- 27). The Observatory also helped in teaching physics, for the stu-
dents were granted opportunities to use its equipment: in the even-
ing hours, grade 8 students carried out their observations in smaller
groups, led by teachers (ibid., p. 31).
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Picture 4 and 5. Physics laboratory and experiment classroom (1906). Source: Riegl,
1906, p. 24, 15.

The Jesuit secondary grammar school at Kalocsa possessed remarkably
rich collections, outstanding even on a nationwide level. Student groups
arriving to the town as part of a study tour frequently visited these —
besides the observatory (Yearbook, 1941/42, p.17). The collections
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survived both World Wars almost unscathed.”® At the time of the state
appropriation, the following compilations aided teaching:

—physical education,

—history and ethnography,

—natural history,

—natural science,

— chemistry laboratory and

—map store (Yearbook, 1947/48, p. 4, p. 32).

Earlier, a separate geography and drawing collection was also estab-
lished (Yearbook, 1885/86, p. 38). Some of the collections had their
own reference libraries (Hegedds, 1940, p. 16).

The first pieces in the Kalocsa collections originated from the Piar-
ists: upon taking over the school, for example, the natural history labor-
atory consisted of a 146-piece natural history collection, 246 pieces of
minerals and 20 coins (Yearbook, 1862/63, p. 9). In the Jesuit period,
the value of school demonstration as a pedagogical method became
amplified, completed with the education for scientific research, which
was obvious judging from the size and number of collections. The
Jesuits endeavoured to gain specialty teachers for every subject, in
order to guarantee the appropriate teaching of the entire school mate-
rial. The collections were organised according to the teachers’ scientific
interests, for educational purposes, then later increasingly for research,
no doubt influenced partly by the state regulations. The maintainer
(archdiocese) and the manager (Jesuit order) probably wouldn’t have
wanted to fall behind the other secondary schools; which also led to
support for improvements.

The collections accumulated through purchases, the teachers’
repeated collecting tours and donations, exchanges, as well as the
students’ field trips. Many of the donors were students. Some students
drew anatomy illustrations, others completed the animal collection.

26 The physics laboratory’s radio receiver station suffered damage during the time
of the Hungarian Soviet Republic; however, at the beginning of the 1920’s, it was
reinstalled (Yearbook, 1922/23, p. 11).
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Archbishop Lajos Haynald, a botanist and numismatist, also greatly
promoted the collections’ development. The Jesuit missionaries also
contributed to their enlargement. The school’s natural history teach-
ers frequently organised brief study tours for the pupils (see Picture 6),
with the aim of augmenting the plant and animal compilations. From
time to time, the specialist subject teachers reorganised the collec-
tions, updated the inventories, and corrected the occasional mistakes.
Changes in the curriculum made the acquisition of new objects neces-

sary (such as physical tools), which also resulted in completing labor-
atories and collections (Yearbook, 1863/64, p. 6; Yearbook, 1877/78,
pp- 37-38; Yearbook, 1878/79, pp. 28—29; Yearbook, 1909/10, pp. 95-97;
Yearbook, 1910/11, pp. 128-129; Yearbook, 1912/13, p. 138; Yearbook,
1923/24, p. 16; Yearbook, 1927/28, p. 40; Pap, 1936, pp. 3-8).

Picture 6. Fr. Jdnos Thalhammer, S] with his students (1912). Source: Photo
Collection, AHPS].

The teachers also encouraged their students to collect in their leisure
time or athome. In 1907, the natural history teacher Fr. Ferenc Speiser
specifically provided the students with instructions in the school
yearbook. In a way that was understandable to them, he described in
detail how bug collecting has to happen: what kinds of equipment are
necessary, how to stalk it, kill it, dissect and preserve it (Speiser, 1907,
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pp- 4-61). He phrased his goals as follows: “I intend these lines first of
all to my dear students, so that getting acquainted with the God-created
beautiful insect world, or finding a beloved activity and amusement
during their school holidays, or later, as independent people, pastors,
doctors, foresters or missionaries cast away in foreign faraway lands,
and so on, they may have the opportunity in their free hours to observe
these animals, to marvel at them and their Maker while scouting their
wondrous habits, their complex way of life” (Speiser, 1907, p. 3).

Natural Historic Collections

Mike Téth (see Picture 7) founded the natural science collections.
Fr. Téth contributed to the enlargement of several compilations, among
which we have to mention in the first place the mineralogical collection
possessing a museal value. He was a prominent expert of this field, even
writing a book about Hungary’s minerals. In the course of his researches,
he toured the mines and other sites in historic Hungary, inspecting the
more significant foreign collections. As a result of the lengthy compil-
ation work, a mineralogical collection was established (see Picture 8)
that possessed a national, moreover, even a European significance,
containing minerals from all five continents. With a lengthy, persist-
ent work, he increased the collection inherited from the Piarists to
amanifold degree: About this, he declares as follows: “It cost me a lot of
work, to which I was only urged by the passionate love of science, mak-
ing it dear to me” (Quoted by Pap, 1936, p. 5). A separate unit demon-
strated the minerals’ application for industrial and economic purposes
(such as jewellery, medicine, objects d’art, chemistry, melting metals).
Another unit served the purpose of making the minerals’ general char-
acteristics: their structure, colour, and so on, demonstrable. A separ-
ate precious stone cache also existed, and even a so-called school col-
lection was put together, containing the minerals and rocks featured
in the study material.

Fr. Téth taught until 92 years old, at the end only teaching miner-
alogy, thatis, natural history, in one class, again and again (Té6th, 1901,
p 3—4; Téth, 1908, p. 4; Matkovics, 1929, pp. 10-11; Nagyfalusy, 1933,
pp. 4-6; Hegeds, 1940, pp. 6-8). He also took his share from equipping
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the mineralogical collection of the Pius secondary grammar school in
Pécs (Matkovics, 1929, p. 9). Fr. Téth also contributed to equipping
the physics laboratory. With the permission of his order’s superiors,
he even invested the royalties he received during his writing career to
acquire tools and equipment (Riegl, 1906, p. 26). Moreover, the very
construction of the chemistry laboratory can be attributed to his name,
besides laying the foundations of the plant collection (Pap, 1936, p. 6).

Picture 7. Fr. Téth Mike, SJ (1838-1932) (1909).
Source: Photo Collection, AHPS].

Fr. Téth was labelled “The man of conscientious accuracy”. From his
students, he demanded concentration: “In science, all clichés, chitchats,
empty expressions have to be avoided. Every concept has to be conveyed
with the most fitting and succinct expressions,” as he stated (quoted
by Nagyfalusy, 1933, p. 8). His students were wary of him but looking
back, they accepted his attitude. His former student, later Secreta-
ry of State, Gyorgy Steuer”’, preserved the following story about him:

27 Gyorgy Steuer (1875-1943) studied at the secondary grammar schools in Kalocsa
and in Zombor (today Serbia), and received his doctorate in political science at
the University of Budapest. From 1907 he worked in the state administration. In
1917-1918 he was state leader (f6ispdn) of Torontdl County. From 1919 he was State
Secretary in the Ministry of Minorities, and from 1922 to 1928 he was Government
Commissioner for Germans in Hungary. He also did considerable national organ-
izational work in the social field (‘Steuer Gyorgy’. Magyar Katolikus Lexikon. Avail-
able at: http://lexikon.katolikus.hu/S/Steuer.html).
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“When one of our fellow students got scared and his hand holding the
mineral shivered, contrary to his better knowledge, he didn’t receive
the expected and perhaps even deserved grade. ‘What are you shaking
for, like a jelly,’ said P. [Pater]| T6th, ‘either you know your lesson or you
don’t. But the little you know you should present courageously, oth-
erwise you are lost, not only in the school but in life, as well”” (Quo-
ted by Nagyfalusy, 1933, p. 8.)

Picture 8. The mineralogical collection in 1908. Source: Téth, 1908, without page
number.

Among the natural science collections, the animal cache was also out-
standing (see Picture 11); within this, the Diptera®® collection can be
considered of European significance. The insect compilation was cre-
ated by Laszl6 Menyhdrth® (see Picture 9), Ferenc Speiser (see Picture

28 The order of two-winged insects.
29 L&szl6 Menyhdrth (1849-1883) entered the Jesuit order in 1866. He worked as
a teacher at the secondary grammar school in Kalocsa for three intermittent
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10), and L4szl6é Thalhammer (see Picture 6). Fr. Menyhdrth carried out
botanical research with Archbishop Haynald in Kalocsa’s surround-
ings. After his teaching career in Kalocsa, he served as a missionary in
Africa; he continued his scientific researches there. Menyhdrth sent his
collections (plants, insects, bugs) home to be identified and the indi-
vidual specimens to be sorted out. Several species were named after

him, just as after Fr. Speiser and Fr. Thalhammer (Hauer, 1913, pp. 9-56;
Hegedds, 1933, p. 12; Pap, 1936, pp. 6-8).

Pictures 9-10. Fr. Liszlé Menyhdrth, SJ (1849-1897) and Fr. Ferenc Speiser,
SJ (1854-1933). Source: Pap, 1936, p. 6, p. 7.

Another Jesuit teacher of natural history, Liszlé Hegedtis®°, paid his
tribute to Fr. Speiser and his work for the collection upon his death as

periods. He taught mainly natural history. He also carried out botanical research.
In the 1880s he was the director of the boarding school and later the rector of
the whole college. From 1890 he worked as a missionary in Boroma, East Africa.
He also founded a meteorological station and continued his scientific work in
botany (‘Menyhdrth L4sz1d’. Jezsuita névedr. Available at: https://nevtar.jezsuita.
hu/menyharth-laszlo/).

30 Ldszlé Hegedds (1889-1963) entered the Jesuit order in 1908. He graduated as
a teacher of geography and natural history. He first taught in Budapest, then from
1925 — except for 1934/35 — until the state appropriation in Kalocsa. Then for one
year (1949/50) he taught natural history at the Archbishop’s private school in
Kalocsa (‘Hegeds L4sz18’. Jezsuita névtdr. Available online: https://nevtar.jezsuita.

hu/hegedus-laszlo/).
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follows: “He enclosed geography into a framework of interesting jour-
neys, demonstrating natural history, utilising the rich collection of the
large laboratories and his even richer experiences. He carefully bore
in mind his younger and older students’ mental diameter. His man-
ner of oral testing was also lively and fast-paced. He never requested
anything superfluous, only demanding as much as what an educated
student easily understands and can turn to practical use. But woe to
the ‘eminent youngster’ who did not want to live up to even the low-
est measure requested of him; this could only be ascribed to laziness,
and that he did not condone. Earlier, he could frequently be spotted
during the afternoons surrounded with nature-loving young students,
armed with all kinds of insect collecting tools, industriously gather-
ing the insects of his closer and more distant environment, mainly the
Coleoptera. Then, once home, he set to the preparation and identifica-
tion. What an exhausting and time-consuming work this is, to define
this host of insects out of the many thousand species, spending long,
warm afternoons (because he primarily used the summer holidays
for this purpose) among bottles of carbon disulfide, potassium cyan-
ide and creosote, and arsenic-doused animal corpses, hunched over

dusty boxes and books: only those who have done this know what it
is like” (Hegedds, 1933, p. 13).

Picture 11. Individual pieces of the bug collection (1938). Source: Photo Collection,
AHPS].
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Assembling the collections entailed considerable scientific research
work. Fr. Speiser and Fr. Thalhammer stated after a collection involving
students in the area of Kalocsa in 1882 that we know too little about
our homeland’s insect world; in several counties, similar work has
barely been inaugurated. During their decades-long research work, the
two Jesuits did their best in order to map the area (Yearbook, 1882/83,
p. 5; Speiser, 1893, pp. 1-4). Moreover, later at the turn of the century,
P. Thalhammer collected as far as in Transylvania during two consec-
utive holidays (Thalhammer, 1902, pp. 3-5).

Fr. Speiser even expressed his special thanks to Janos Frivaldszky,
zoologist at the Hungarian National Museum®', proving that classifying
every insect is, indeed, not a simple task (Yearbook, 1882/83, p. 5). Fr.
Thalhammer again stressed this: “It is only possible to acquire a com-
prehensive picture about our homeland’s natural historic treasures if
everybody researches, collects and demonstrates, according to their
opportunities and talents.” (Thalhammer, 1885, p. I1I). In his case, the
scientific goal was coupled with a pedagogic goal: “To our students
who are helping me with the utmost zeal in sifting through coun-
tryside fauna, and who especially contributed to collecting data relev-
ant to this topic, so that I may offer them orientation at least regard-
ing one animal family, to demonstrate how to study a small circle of
animals in meagre-sized areas, fully, even though not entirely” (ibid.
p. IV). Getting the pupils to love studying and doing scientific research
actually featured among the school’s goals (Menyhdrth, 1888, p. XIII).

The insect collection became the largest, scientifically valuable
part of the animal collection. Besides this, the animal cache also con-
tained species from other classes of the animal kingdom, primarily

31 J4nos Frivaldszky (1822-1895) graduated as an engineer in 1848. In parallel with
his studies, from 1840, however, he carried outresearch in zoology and then in bot-
any. He participated in several collecting trips. From 1852 he worked in the natural
history department of the Hungarian National Museum. He was the first head of
the Zoological Department, which was established in 1870. He held this post un-
til his death (‘Frivaldszky Jdnos [1822-1895]". Magyar Rovartani Tdrsasdg. Avail-
able at: https://www.rovartani.hu/az-entomologia-nagyjai/frivaldszky-janos/).
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with educational purposes (Yearbook, 1885/86, pp. 37-38); the insti-
tution also possessed, thanks to a gift, a trophy collection (Hegeds,
1940, p. 13).

Fr. Erik Brandis**laid the foundations for the most peculiar part of
the plant collection, namely the comparative crop compilation. Later,
the school endeavoured to expand it through exchanges. Their aim
was to let the crop seeds of the country’s other counties feature in it;
moreover, they even requested seeds from abroad, Europe, and other
continents, as well (Yearbook, 1882/83, p. 50-52; Yearbook, 1883/84,
p. 41; Yearbook, 1885/86, p. 38).

The natural history equipments’ storeroom housed the tools aid-
ing natural history education; they were housed in the physics labor-
atory. These typically expanded through purchases (Yearbook, 1883/84,
p. 42; Yearbook, 1884/85, p. 26; Yearbook, 1903/04, p. 87). In the physics
laboratory, even an air-electronic observatory was assembled (1909/10),
which, however, had to be deconstructed following World War I due
to the lack of parts. The radio telegraph, on the other hand, was rein-
stalled, and a movie projector room was also constructed. Furthermore,
they obtained tools that contributed to enhancing the students’ manual
skills and enriching their mechanical knowledge. That is, regarding
physics, it was rather the practical aspects than the theoretical that
took the lead. This stood in the background of founding the Technical
Circle (later Physics Circle) (Hegyi, 1936, pp. 9-10; Yearbook, 1935/36,

32  Erik (Erich, Erick) Brandis (1834-1921) was born in what is now Slovenia. He stud-
ied law, theology, philosophy and natural sciences. He started teaching in 1863 and
worked in several Jesuit secondary grammar schools (Kalocsa, Kalksburg, Zagreb,
Pozsony [Bratislava, today Slovakia], Travnik). Between 1872 and 1876 he was dir-
ector of the gymnasium in Kalocsa. In 1884, he founded the natural history collec-
tion of the Travnik secondary grammar school [then part of the Austro-Hungarian
Monarchy, today Bosnia and Hercegovina]. He discovered numerous species and
published widely (‘Brandis, Erick’. Hravtska Enciklopedija. Available at: https://
www.enciklopedija.hr/natuknica.aspx?id=9252; ‘Brandis, Erik’. Hrvatski Biografski
Leksikon. Available at: https://hbl.lzmk.hr/clanak.aspx?id=2700; Yearbook, 1895/96,
p. 126).
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p. 44; Yearbook, 1937/38, p. 94). The laboratory’s x-ray room was util-
ised for medical purposes during World War I (Yearbook, 1914/15, p. 71).
The tools of chemistry education found their place in the chemistry
laboratory (Yearbook, 1885/86, p. 37). In 1941/42 and 1942/43, chem-
istry practices were launched for interested 7-8 grade students, where
they were provided the opportunity to perform special experiments
(Yearbook, 1941/42, p. 51; Yearbook, 1942/43, pp. 23-24). The geography
collection primarily consisted of maps and globes that were used in
teaching, as well as cultural history pictures (Yearbook, 1885/86, p. 38).

Humanities Collections

Due to the longer traditions of teaching human sciences in secondary
schools, we would assume that assembling a historical collection pred-
ated creating the natural history collection. But this wasn’t the case:
by the time of (the Jesuits) taking over the school, compilations had

been established in both large fields, and the natural history collection

became larger and more significant over time. Namely, in natural sci-
ence teaching, the demonstration method appeared earlier (Klamarik,
1881, p. 34, pp. 103-108, 116, 121-122). Nevertheless, several human

science collections were formed in the school; the first one being the

numismatics treasury, where coins from Antiquity and the Middle Ages

also found their niche. The first pieces were inherited from the Piar-
ists. The newspaper editor Janos Tork>® among others also contrib-
uted to expanding this collection, as he bequeathed his entire array to

the institution, as did Archbishop Lajos Haynald (Yearbook, 1877/78,
p. 38; Nagyfalusy, 1936, pp. 10-11).

33 Jdnos T6rok (1807-1874) first worked as an economic clerk, and from 1839 he was
a teacher at the agricultural school in Rohonc (today Rechnitz, Austria). Between
1841and 1848 he was editor of the newspaper Magyar Gazda. In 1846, he established
afarmers’ training institute in Székehalma, which operated until 1852. After that
he worked as a journalist. Between 1853 and 1855 he was editor of the Pesti Hirlap,
and later took on the editorship of several other newspapers. In 1866 he was ap-
pointed national archivist (f6levéltarnok) (‘Térok Janos’. Magyar Eletrajzi Lexikon.
Available at: https://www.arcanum.com/en/online-kiadvanyok/Lexikonok-mag-

-yar-eletrajzi-lexikon-7428D/t-ty-78 OF8/torok-janos-7837F/).
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Numerous items of the historical collection arrived at the school as
‘excavation finds’, so it was also referred to as the ‘Archeology’ Collec-
tion (Yearbook, 1890/91, p. 63). Then for a few years, ‘only’ the numis-
matics assembly represented the humanites collections, named at
times the Antiquity Collection, then Numismatic and Antiquity Col-
lection. In 1912/13, these two collections were assigned the name ‘His-
tory Museum’, then it underwent a two-year organising, so that it
would also be presentable to visitors (Yearbook, 1891/92, p. 63; Year-
book, 1897/98, p. 78; Yearbook, 1902/03, p. 80; Yearbook, 1912/13, p. 131;
Yearbook, 1914/15, p. 70). In 1924/25, the history collection was gifted
with a new, spacious, light-filled room (see Picture 12), which bestowed
amore transparent and expedient arrangement (Yearbook, 1924/25,
p- 18).In1941/42, it was rearranged again. The school’s collection was
so rich that in the autumn of 1941, it served as the basis of a County
Pest exhibition in Kalocsa (Yearbook, 1941/42, p. 38).

Two teachers of the school, namely Fr. Frigyes Weiser’* and
Fr. Kdlman Rosty®, carried out the first excavations in the territ-
ory of the Kalocsa Archbishop’s estate in 1877. These two teachers
established the history collection’s foundations. Later, this compila-
tion was again expanded several times thanks to the archaeological
excavations: landlords donated the school artefacts found on their
estates. Even from the Jesuit missions, mainly from the African and
Chinese, objects which were considered interesting from an applied

34 Frigyes Weiser (1840-1916) was born in present-day Poland and entered the Jesuit
order in 1859. He taught Latin grammar in Kalocsa between 1865 and 1868, and
history and German between 1875 and 1890. In later years he worked mainly as
a clergyman (‘Weiser Frigyes’. Jezsuita névtdr. Available at: https://nevtar.jezsuita.
hu/weiser-frigyes/).

35 K4lmén Rosty (Roszty) (1832-1905) entered the Jesuit order in 1853. He was first
ateacher at boarding school in Szatmdrnémeti (today Satu Mare, Romania), then
a homilist in Pozsony. From 1866, except for a short period, he taught in Kalocsa,
mainly Hungarian language and literature. He was a prolific writer and poet who
also wrote several school plays. He performed them with his pupils (‘Rosty [1866-ig
Roszty] K4lmén', Jezsuita névidr. Available at: https://nevtar.jezsuita.hu/rosty-1866-ig-

-roszty-kalman/).
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art or ethnographic aspect landed in the museum, which also lodged

objects from the American and Australian continents. From Kalocsa
and its surroundings, they acquired folk art objects. The interest in
ethnographic objects rose following World War I (Yearbook, 1912/13,
pp- 131-132; Yearbook, 1927/28, p. 38; Yearbook, 1931/32, 58; Yearbook,
1933/34, p. 3, p. 37; Yearbook, 1935/36, p. 52; Yearbook, 1936/37, p. 62;
Yearbook, 1937/38, p. 129; Yearbook, 1940/41, pp. 46—47; Yearbook,
1941/42, p. 39; Yearbook, 1942/43, p. 20).

Picture 12. The history and ethnography laboratory (1936). Source: Nagyfalusy,
1936, p. 11.

Classifying historic objects was not simple in this age; completing a sci-
entific background work was indispensable for the collection super-
visor. Namely, for a long time, reliable scientific reference works were
missing from numerous fields, such as Hungarian numismatics, and
thus period classification was wrought with several difficulties (Nagy-
falusy, 1936, pp. 12-13).

The so-called Cultural History Picture Collection was first men-
tioned in 1906/07. Pictures and charts aiding linguistics, history, and
geography education were placed along the secondary grammar
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school’s corridor, as well as in the geography laboratory (Yearbook,
1906/07, p. 116). They also acquired artistic reproductions (Yearbook,
1935/36, p. 52) and (art) historic diapositive pictures (Yearbook, 1939/40,
p. 41).%° As for the seal collection, the foundations were laid in 1910/11
with 500 pieces. In these works, two pupils actively participated (Year-
book, 1910/11, p. 129). Completed with a herald collection, a year later,
this collection received the name Cultural History Collection (Year-
book, 1911/12, p. 91).

The Collections’ Fate

From the 1930’s, as elsewhere, film education became more and more
common also in the Jesuit secondary grammar school. The Ministry
of Religion and Public Education promoted this. For example, in the
school year 1940/41, 142 films were projected upon approximately 170
occasions, primarily with natural history subjects. At this time, how-
ever, they were far from thinking the collections were superfluous and
films would supersede them (Yearbook, 1940/41, p. 40).

After the state appropriation, the collections’ pieces were dispersed.
The main reason for this was probably the change in circumstances.
The secondary school continued to function but under state manage-
ment. The Jesuit order was prohibited in 1950. They lost their proper-
ties, which were transferred into the state’s possession.

The mineralogical collection’s fate remains unknown up to this
day. The insect collection ended up in the Natural History Museum in
Budapest. It wasn’t managed separately; instead, the individual spe-
cimens were classified among the existing ones. The catalogue disap-
peared. The butterflies, including the specimens that Fr. Menyhdrth

36 However, the art collection was by far not as significant as the one in the Kalks-
burg Jesuit college, established by Fr. L4szl6 Velics, SJ. (Ldszl6 Velics [1852-1923]
was nephew of Archbishop Haynald. He entered the Jesuit Order in 1869. Between
1875 and 1877 he taught Latin grammar and French in Kalocsa. From 1878 he was
a teacher of Hungarian at the Jesuit college in Kalksburg for two years, and from
1866 t0 1899. He established a museum of fine arts there. He gave regular lectures
on the history of Christian art [‘Velics L4sz18’. Jezsuita névtdr. Available at: https://
nevtar.jezsuita.hu/velics-laszlo/]).
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collected in Africa, probably ended up in the same place. However, the
curator appropriated the material, stealing specimens and falsifying
the finding-place labels. As a result, items of the former Jesuit butterfly
collection (see Picture 13) have become very difficult to identify (Bdlint,
2021, pp. 380-381). The fate of the humanities collections is unknown.

Picture 13. A few specimens of the butterfly collection (1938).
Source: Photo Collection, AHPS].

Summary
From the second half of the 19th century onwards, the Kalocsa second-
ary grammar school developed and expanded its laboratories and col-
lections. These helped to teach natural sciences (natural history, geo-
graphy, physics, chemistry) and history, as well as gymnastics and
drawing. The collections served both educational and scientific pur-
poses. Their growth was determined both by curricular requirements
and the scientificinterests of teachers, and by chance, thanks to donors.
The students were partly involved in the collection work, and some
teachers prepared them professionally, but it was not only the pupils
who donated objects, but also parents and school supporters. The edu-
cational use of the collection is shown by the fact that the mineral col-
lection had a special section for school displays.

Collections that went beyond curricular requirements, i.e. did not
only consist of compulsory subjects closely related to the curriculum,
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gained national importance. Moreover, the mineral and insect collec-
tions were also of international scientific value, thanks to the dedic-
ated and demanding work of the teachers who created them. After state
appropriation, some of the collections were transferred to the Natural
History Museum in Budapest and incorporated into its holdings. How-
ever, the fate of most of the collections and laboratories is unknown.

The history of the collections shows that in the Jesuit schools, in
line with international examples of the time, the natural sciences were
given greater emphasis in the period under study. We have tried to
illustrate this process. However, the school continued to attach import-
ance to the teaching of classical (and modern) languages, Hungarian
language and literature, as well as history. It therefore strove for a bal-
ance to meet the demands of the modern world.
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Abstract Curricular Background of the
Subject Civics Education in the Period of the
First Czechoslovak Republic (1918-1938)

The paper systematically maps the devel-
opment of the curriculum for the subject of
civics education in the Czechoslovak Republic
from the tendencies leading to its creation to
the form of the definitive curriculum in 1933.

This area has notyet been significantly retrac-

DOI 1015240/tul/006/2024-1-008 ted in Slovakia. The main research interest

is oriented not only on the curriculum, but
also onrelated archival documents and mono-
graphs, which provide information on both the legislative frameworks and the school

realities of the time (the approach to the application of the curriculum in the didactic

framework). In the case of curricula for municipal (folk) and civic (bourgeois) schools,
the focus is on observational criteria such as the position of the subjectin the system

and its objectives, the hourly allocation, the organisation of teaching, the instruc-
tions for teachers, the binding content (thematic concept) and the ideological plat-
form, which make it possible to understand what transformations the various ver-
sions of the curriculum have been carried out, under what influence and with what
results. Overall, this represents a set of information suitable for in-depth content ana-
lysis, supported in places by links to the current state of the curriculum. A compar-
ative approach is applied to identify positive and negative elements in the changing

versions of the curriculum. This also reflects the aim of the research — document the

development as comprehensively as possible, using the above-mentioned methodo-
logy, and to link it to the current state of the curriculum for social studies education.
The resulting findings are summarized in the final evaluation.

Keywords civics education, curriculum, education plans, municipal (folk) schools,
civil schools (town) schools, Czechoslovak Republic
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1Uvod

1.1 Odborné vychodiska, vyznam a ciel spracovania témy

Nebyva ¢asté, aby sa v odbornych pedagogickych kruhoch riesila otdz-
ka historického vyvoja kurikula v nadvaznosti na niektory vyucova-
ci predmet, pripadne na nejaku $pecificku ¢ast kurikuldrnej politiky.
Tento prispevok takyto ndhlad pontuka, a to v suvislosti s predmetom,
ktory vznikol prdve v obdobi medzivojnovej Ceskoslovenskej republi-
ky ako ndstroj na vychovné formovanie a ob¢ianske vzdeldvanie ziakov

pocasich povinnej $kolskej dochddzky. Tematické zameranie vychddza

z potreby vystihnut pociato¢nu fdzu kurikuldrneho vyvoja predmetu

s oficidlnym ndzvom obdianska nduka a vychova (dalej uz iba skratka

ONaV), ktory dnes pozndme pod skrdtenym oznaéenim ob¢ianska ndu-
ka, s prioritnou orientdciou na $tatne a Skolské ucebné osnovy, nesuce

v priebehu rokov réznorodé privlastky. Zamerom je odsledovat, ako sa

za priblizne 20 rokov existencie tzv. prvej republiky tieto osnovy menili,
aké legislativne kroky prechddzali ich vzniku a ¢o obsahovali po strén-
ke zapracovania: a) vychovnych a vzdeldvacich cielov; b) uréenia zdvaz-
nej hodinovej dotécie a celkovej organizécie vyulby; c) rozlozenia, for-
muldcie a rozsahu udiva, pripadne jeho vyssieho ukotvenia v podobe

tematickych celkov. Mimo zdujmu nemdze zostat ani: d) sledovanie

pomeru zastupenia vychovnych poziadaviek a ¢isto spolocenskoved-
nych a faktograficky ladenych; e) koncepcia jednotlivych dokumen-
tov; f) droven prispésobovania tém pre vyucbu preferencidm Stétnej

politiky (ideologicky presah); g) metodologickd nadstavba — ndvrhy
pre pedagdgov, ako s u¢ivom pracovat v praxi. MoZno to oznacit aj ako

kritérid pre vedecké pozorovanie, ktoré maju potencidl odhalit, ¢o sa

v historickych kurikuldrnych dokumentoch nachddzalo ako pozitiv-
ny a in$pirativny prvok, pripadne, ¢o mozno hodnotit ako problema-
tické. V niektorych pripadoch je na mieste aj kompardcia so su¢asnym

Stdtnym vzdeldvacim programom pre niZ$ie sekunddrne vzdeldvanie

(ISCED 2), resp. Statnym vzdeldvacim programom pre zdkladné vzdeld-
vanie (aktudlne platnd aj pripravovand verzia SVP v rdmci kurikuldrnej

reformy), a to kvdli upriameniu pozornosti na opakované vyuzivanie

istych kurikuldrnych prvkov naprie¢ desatro¢iami. Navyse, za hodné
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pozornosti moZno povazovat indicie, vyplyvajuce z takejto kurikular-
nej sondy, ktoré by mali byt reflektované v pripade dalsej upravy kuri-
kula tak, aby odkazovalo mimo iného ajna pedagogicku a kurikuldrnu
tradiciu. K tomuto vSetkému m4d vo vysledku prispiet, aspon v zdklad-
nych Crtdch, spracovanie tohto prispevku.

1. 2 Metodika préce, informacné zdroje a Struktura prispevku
Metodika préce sa orientuje na obsahovu analyzu dokumentov a na
ich kompardciu, na vycitanie relevantnych informadcii, ktoré su zau-
jimavé nie iba z hladiska zmienky v historickom pisomnom prame-
ni, ale aj vdaka svojej vypovednej hodnote pre sucasny stav kurikula
daného predmetu. Ako hlavné informaéné zdroje budu pouZité nielen
nosné §tdtom garantované ucebné osnovy vtedajsej obCianskej nduky
avychovy (hlavné z roku 1923 a rokov 1933—1934), ale tieZ: publikdcie
vysvetlujice zavazny kurikuldrny obsah a moznostijeho transformdcie
do edukaénej reality (do istej miery pripominajice metodické prirué-
ky), kli¢ové legislativne dokumenty viaZuce sa na jednotlivé kuriku-
ldrne zmeny (napr. zdkony a ministerské vynosy), pozndmky zahrnuté
v dobovych Vestnikoch Ministerstva $kolstva a ndrodnej osvety, ako aj
odkazy na aktudlnejsie publikicie, ktoré reflektuju na sprievodné témy
a dotvérajud uceleny obraz o problematike’.

2 Niektoré odborné prispevky k problematike a ich autori budu v texte priamo spo-
menuté, iné nie. Kazdopddne, aj tie, na ktoré nebude priamo odkdzané, si zasluhu-
ju pozornost, nakolko sa precizne zaoberaju préve vyvojom predmetu, formujice-
ho buddcich obéanov. Konkrétne ide o publikaény poéin Antonina Stanka (2007)
s ndzvom Vyichova k obéanstvi a evropanstvi (obsahujici okrem iného aj rozsiahlu
kapitolu zamerand na skimanu tematiku) a 0o pomerne neddvno vydand publikd-
ciu Tom4s$a Hubdleka (2017) s titulom Vyjvoj obéanského vzdéldvdni a etické vyichovy
v Ceskych zemich. Podstatne star$i prispevok z obdobia socializmu spracoval Du-
$an Sukuba v tretom ¢isle periodika Pedagogika v roku 1961 pod ndzvom K problému
laickej mordlky a obCianskej nduky a vychovy na skoldch v burfodznej CSR. Je zrejmé,
Ze tieto informa¢né zdroje by prispeli napr. k preciznej$iemu vysvetleniu pred-
pokladov pre vznik predmetu a opisaniu nielen pociato¢nej fizy jeho existencie.
Nase spracovanie sa v tomto smere opiera hlavne o monografiu slovenského au-
tora Mareka Wiesengangera Mravnd vyichova v Stdtnom ndrodnom $kolstve na Slov-
ensku v rokoch 1918—1939.
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Na mieste je eSte krdtke vyjadrenie sa k $trukture prispevku. Vnad-
chddzajucej Casti bude struéne opisané, ¢o predchddzalo vzniku pred-
metu medzi rokmi1918-1922, a potom budu v ramci centrélnej Casti pri-
spevku rozpracované jednotlivé etapy jeho vyvoja, rozdelené do kapitol
a podkapitol, doplnené o analyzy nosnych verzii u¢ebnych osnov, pri-
¢om tie poskytnu poznatky odvoldvajice sa na vyssie zmienené kuri-
kuldrne prvky hodné pozorovania, vysvetlenia a zhodnotenia. Takymto
sp6sobom bude odhalené, ¢o sa stalo po dovfseni prvotnych formova-
cich aktivit veducich k vzniku predmetu a ako sa ONaV transformovala
do kurikula nie ako jeho nevyznamni ¢iastka, ale ako nosnd dynami-
ka pre progres ¢eskoslovenského $kolstva. Zaver zosumarizuje zistenia
a poskytne okrem iného aj stru¢ny prehlad o tom, ako sa jednotlivé kri-
térid, resp. kurikuldrne prvky prejavovali pri komplexnej$om pohlade
navyvoj predmetu v ramci daného historického obdobia. Zdroveri bude
doplneny o naértnutie perspektiv dalsieho skumania danej tematiky.

2 Tendencie veduce k vytvoreniu predmetu a jeho prvym
docasnym osnovam

Po svojom vzniku sa sformovand Ceskoslovenskd republika (dalej len
CSR) ocitla v situdcii, kedy potrebovala v obdobi tesne po skonéen{
svetovej vojny, podobne ako mnohé iné krajiny, néjst cestu k zapra-
covaniu silnej$ieho a hlavne efektivnej$ieho mravnostného a obéian-
skeho z4kladu do vychovy a vzdeldvania mladej generdcie®. Viedlo to
k sirokym odbornym diskusidm, k polemike ohladom ¢o najvhodnej-
$ieho ukotvenia ndboZenstva, resp. ndbozenskej vychovy, laickej mra-
vouky, suvisiacej obc¢ianskej vychovy a pre $tdt prospesného vedecky
podloZeného obdianskeho vzdeldvania (obéianskej nduky) do zavaz-
nych $tdtnych u¢ebnych osnov, ktorych prakticky uchopitelné kontuiry
sa profilovali iba velmi pozvolne. Vymena ndzorov na tému zavedenia

3 Treba pripomentt, Ze popri zapracovani zmien do vzdeldvacej politiky povojno-
vych §tdtov sa v tomto obdobi rozvijala aj filozoficka reflexia zakladov vychovy
avzdeldvania. Napriklad v nemeckom prostredi venoval velkud pozornost vzdela-
vaniu a obéianskym cnostiam filozof Josef Pieper (Nemec & Blaséikovd, 2023; Bla-
$¢kovd & Nemec, 2023).
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v nasich pomeroch novinky v podobe subezne mravnostne-vychov-
ného a obdiansky-vzdeldvacieho vyudovacieho predmetu prebieha-
la na r6znych odbornych platformdach pocas niekolkych rokov. Hna-
cou silou pre diskurz bola skutoénost, Ze sa cely problém odvijal aj od
politického zdujmu. Debaty na politickej scéne, na pd6de Narodného
zhromazdenia, zastreSovali predovsetkym $kolsky a kultirny vybor
(F. Matejovsky et al., 1929, s. 6). Ich ¢lenovia sa snazili ndjst najvhod-
nejsie a vSeobecne akceptovatelné rieSenie — vychodisko. Uz koncom
roka 1918 odznela pocas zasadania vtedy este Revolu¢ného ndrodné-
ho zhromazdenia vyzva Dr. Uhlife a i. v znenf: , 1) Necht ministerstvo
vyucovdni ihned vykond vsecky piipravy, aby do skol obecnych v nejvyssich
triddch, do skol méstanskych, stiednich a odbornych jako zvldstni predmét
vyulovaci zavedena byla obéanskd nauka. 2) K tomuto icelu budiz na uni-
versité (resp. na technice) ziizena stolice pro nauku obéanskou; ucitelstvu
kol obecnyich a méstanskych, pokud nebude pripusténo ke studiu vysokoskol-
skému, budiz obéanskd nauka predndsena na uitelskych istavech. 3) Ihned
budiz vypsdna soutéZ (pokud mozno krdtkodobd) na ucebnice oblanské
nauky. Formdlné budiz tento ndvrh piikdzdn vyboru skolskému.“ (Tisk
22, 1918). Neslo o jediny poslanecky ndvrh. O pir mesiacov neskér
uz bola na svete zhriiujuica sprava predmetného vyboru, ukoncena
rezoluciou v znent: , I. Ministerstvo Skolstvi dejz vSem Skoldm pokyny, aby
v osnové vyucovaci bylo ndleZité pamatovdino na potieby oblanské vyichovy
v duchu ndrodnim, republikdnském a demokratickém. Necht je vyuzito kazdé
prileZitosti a kazdého asového podnétu, aby mlddez byla poucovdna o vyz-
namu soucasnych uddlosti, o zdkonech a ztizenich nasi republiky i o prdvech
a povinnostech jejich obcanii. Tato oblanskd vychova budiz uvddéna v tésnou
a organickou souvislost s vyichovou mravni. V ndzoru na vztahy spolecenské,
na cenu prdce, chudobu a rozdily majetkové necht poCitd nase skola s novymi
predpoklady socidlnimi... (Tisk 1297, 1919).

Kvoli komplexnému ukotveniu témy treba dodat, Ze sa v tom Case
dokonca zvazovali paralelné ndvrhy na zavedenie nie jedného ale hned
dvoch predmetov — obéianska nduka a obc¢ianska mravouka — akysi
predobraz sucasnej etickej vychovy. Celé to malo dopad aj na to, aky
nézov ponesie novy predmet, kedZe to bezprostredne suviselo s jeho
inklindciou bud k spolo¢enskym veddm, alebo k mravouke, pripadne
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k skibeniu oboch pristupov do jedného celku, ¢o sa nakoniec stalo rea-
litou — jednotny ndzov ob&ianska nduka a mravouka (porovnaj Wie-
senganger, 2017, s. 27-36). Presne takéto pomenovanie m4 aj publi-
kécia ¢lenov Ceskoslovenského pedagogického dstavu na &ele s prof.
Chlupom a prof. Hendrichom, v ktorej uvode je vymedzené poslanie
pre obcdiansku nduku v takejto podobe: ,,...ndlezi mezi predméty ucebné
vSeobecné vzdéldvajici. Zvldstnim jejim cilem jest sdéliti poznatky tyka-
jici se Zivota Clovéka jako oblana... kaZdy clovek jest tedy povinen zndti celé
stdtni zfizenive vsech jeho slozkdch.“ (Chlup, 1922, s. 3). Ndsledne autori
odkazuju na vyznam obdianskeho spolunaZzivania, obéianskej vycho-
vy, uvedomenia si svojej pozicie ako obcana, na spoluzodpovednost za
fungovanie spolo¢nosti a vo vysledku na potrebu pestovat tito ndu-
ku ako uceleny uéebny odbor s osobitnym postavenim, samostatne
vymedzenou vyucovacou hodinou, a to tak v pripade obc¢ianskych ako
aj mestianskych §kol (porovnaj tamze, s. 3). Ni¢ to nemeni na fakte, Ze
pohlady na najsprévnej$iu podobu predmetu sa réznili, pri¢om argu-
mentov pribudalo. Podrobné rozpisovanie vSetkych okolnosti, ndsled-
nych udalosti, pocetnych sporov a findlnych konsenzov, ktoré prebehli
medzi rokmi 1918-1922, je témou hodnou samostatného spracovania,
ktoré vlastne uZ vzniklo (vid vy$sie uvedeného slovenského autora,
resp. aj dalsich autorov uvedenych v uvode). To, ¢o napokon prevézi-
lo, vystiZne vystihuju slovd Dr. Srobdra, ktory v rokoch 19181920 vie-
dol Ministerstvo s plnou mocou pre spravu Slovenska a medzi rokmi
1921-1922 zastaval dokonca funkciu ministra $kolstva a osvety. Pove-
dal: ,Suistavnejsie pestovanie oblianskej nduky a vychovy ndleZite pedago-
gicky odstupriovanej md byt zdrukou, Ze nase skoly budi ndm lepsie, ako
bolo mozné dosial, vychovdvat uvedomelych republikdnov... schopnych sami
sebe ddvat dobré zdkony a seba spravovat.” (Matejovsky, 1929, s. 7). Tak
sa mal stat z vyuCovacieho predmetu ndstroj na budovanie obdéian-
skej spolo¢nosti.
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3 Ob¢ianska nduka a vychova v kurikuldarnych dokumentoch
medzi rokmi 1922-1938

Legislativne a prdvne vychodiska obé¢ianskej nduky

avychovy (1922)

Zdkon €. 226 Sb. z. a n. z 13. jula 1922 (tzv. Maly $kolsky zdkon), kto-
rym sa menili a doplriovali zdkony o obecnych a ob¢ianskych $koléch,
zaviedol predmet ONaV do obecnych a obéianskych §kél v Ceskoslo-
venskej republike, a to tak, Ze sa zacal vyucovat vo vSetkych ndrod-
nych $koldch sicasne od prislu§ného ro¢nika, ktory v danom $k. roku
7iak/?ialka navitevovali (Zdkon..., ktorym sa menia a dopliaju zdko-
ny o obecnych a obéianskych $koldch, 1922). Ako bolo ozrejmené, jeho
vznik nebol samoudelny. Zasadné v$ak je, Ze dévody presne stanovu-
je zddvodnujuca sprdava k vlaidnemu ndvrhu uvedeného zdkona, ktora
bola prerokovand v ramci 5. zasadania Poslaneckej snemovne Ndrodné-
ho zhromazdenia diia 24. juna 1922. Predmet sa mal sustredit na: zak-
ladné poznatky o Stdte, presnejsie o forme $tdtneho zriadenia, o fun-
govani hospoddrskeho Zivota, ako aj o socidlnej, politickej a kulturnej
sfére; inklinovat k vychove a vzdeldvaniu v demokratickom a repub-
likanskom duchu, pridfZajiucom sa tézy o Ceskoslovenskom narode
a oblianstve. Podobne malo byt zabezpedené aj vzdeldvanie o oblian-
skych pravach, pristupnych pre kazdého obcana bez ohladu na jeho
ndrodnost alebo ndboZenské presvedéenie. Ziaden Ziak nesmel byt
na tomto zaklade diskriminovany. Na druhej strane, podobny déraz
sa klddol aj na obdianske povinnosti — ob¢an mal byt vdaka nadobud-
nutému vzdelaniu ochotny a schopny plnit to, ¢o od neho $tit vyza-
doval. Nezabudalo sa ani na nosné piliere pre vychovnu stranku pred-
metu. Dominovali principy ako ldska k ndrodu, trvaly pozitivny vztah
k demokracii a k pravnym zdsaddm, zdujem o vzdjomnu spolupatrié-
nost a uctu (porovnaj Tisk 3478, 1922). Vo vysledku ide o zosuladenie
vsetkych uz citovanych vychovnych a vzdeldvacich ambicii.
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3.2 Prvé uéebné osnovy obdianskej nduky a vychovy (1923)
Teoretické vychodiska osnov a ich koncepcia

Nadvizujic na uvodnu Cast prispevku si je mozné v§imnut, Ze vychov-
né stranka predmetu kore§pondovala s vychovnym cielom deklarova-
nym pre vSetky ndrodné $koly v Stdte. Dokazuje to ministersky vynos zo
dria 11. aprila 1923, ktorym sa dany vyucovaci predmet stal oficidlnou
sucastou kurikula pre obecné a obéianske $koly. Okrem vstupnych infor-
madcii zahfnial aj prvé vSeobecne platné uéebné osnovy, ktoré v§ak mali
docasny charakter. Platnost nadobudli od zadiatku $k. roka 1923/1924.
Predpoklad bol, Ze sa budu testovat v praxi po dobu troch $kolskych
rokov, a ndsledne sa pristupi k upravam podla toho, ¢o vyplynie z pra-
videlnych sprav, ktoré ulitelské zbory poskytnu $kolskym vyborom,
ako aj z toho, ¢o vybory ndsledne poslu $tdtnej $kolskej rade v podobe
sthrnnej spravy. Celé to smerovalo az k findlnemu odovzdaniu postre-
hov smerom k MSaNO (pozri Vynos..., 1923, s. 214). V skratke, zozbierat
samali skusenosti s vyu¢bou predmetu podla skusobného nastavenia
ulebného obsahu. Pripadné zistené nedostatky by boli ndsledne elimi-
nované tym, Ze vznikne inovovany kurikuldrny dokument.

Medzi ivodné informdcie k osnovdm treba zaradit aj pristup k pri-
deleniu hodinovej dotécie. T4 bola stabilne urcend na dve hodiny tyz-
denne, ¢oje ojednu viac ako v sucasnosti, pri¢om zdsadny rozdiel spoéi-
va v poznani, Ze vstupnd prvorepublikové koncepcia predmetu poditala
s jeho zavedenim uZ od zadiatku povinnej $kolskej dochddzky (pozri
Vynos..., 1923, s. 214).

Do popredia sa dostal pedagogicky a didakticky aspekt, rozho-
dujuci pre vyber uciva podla jeho déleZitosti. Bolo na pedagogickych,
metodickych a ¢asovo-organizaénych schopnostiach vyucujucich, aby
dodali ué¢ivuinformaénu hodnotu a sprédvne usporiadali jeho jednotlivé
Casti. Kazdopddne, isté podnety boli predsa len stanovené. ,,Ponévadz
vSak smysl pro dobré oblanstvi nevznikne jen predndSenim a poucovdnim,
nutno zdroveri vyvijeti zvyky dobrého obanstvi, a to zejména soustavnymi
cviky. Proto jest vyucovdni navazovati na urCité pudy, zdjmy a sklony, které
nejvyraznéji vystupuji v urcitém obdobi véku Zdkova, a na nich je osnovati.“
(Vynos..., 1923, s. 210).
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Aby koncepcia ddvala zmysel, musela koreSpondovat aj s organi-
zaénym delenim $kél do troch stupriov s celkovo 6smymi postupnymi
ro¢nikmi. Pozndmky k vyucbe predmetu ONaV odkazovali na kogni-
tivne pristupy, priamo naviazané na zmienené stupne. Nizsi stupen
(1.-3. roénik) sa mal riadit praktickym pristupom, ¢o znadilo orientd-
ciou vyluéne na vychovné prvky. Zohladnené museli byt schopnosti
mensich Ziakov, ich detské zdujmy a skusenosti, citové a volové rozpo-
loZenie (v tom veku dominantnej$ie ako rozumové), ich bezprostred-
ny svet, a preto sa ako najvhodnejsi pristup ukazovalo ¢o najblizsie
a najndzornejsie sprostredkovanie informdcii, ktoré mali byt jedinec-
né a pevné, no zdroven zatial oslobodené od poudovania. Je pozoru-
hodné, ako autori do pozndmok k novym ucebnym osnovdm zakom-
ponovali psychologicky profil mladsich Ziakov a od neho odvodzovali
vhodné pristupy k vychove a vzdeldvaniu. Zmienili prevlddajicu pudo-
vost, submisivitu, potrebu vedenia k samostatnej préci a vyjadrovaniu,
zamerania sa na pouzivanie dobrych prikladov zo $koly, domova a oko-
lia — zdklad pre osvojenie si dobrych zvykov a odburanie zlych. Final-
nou snahou bolo doslova ,,ukdznéni Zdkovo®. Mozno v$ak vnimat dis-
proporciu medzi ,,ukdznenim® a tendenciou prili§ nepoudovat. Citit, ze
i8lo iba o prvotny model pre vyucbu predmetu, ktory sa ¢asom vyvi-
jal. Zastipené metodické rady stdli na moznosti zapojit do vyucby hry
a dramatizdcie, ¢i dokonca raz mesaéne aj vychovné besedy pre vset-
kych ziakov niz$ieho stupiia, pri ktorych by boli pritomn{ aj stars{ Zia-
ci v pozicii Zivych pozitivnych a motivujucich prikladov. Z organizac-
ného hladiska platilo, Ze hodina obéianskej nduky a vychovy (dalej uz
len ONaV) nemusela byt v tyZdni stanovend vZdy na ten isty deti a as.
Celkovd vyucovacia doba vSak popri tom musela zostat zachovand
(porovnaj Vynos..., 1923, s. 210-211).

Treti roénik predstavoval akési premostenie k strednému vzde-
ldvaciemu stupniu. V danom bode mozno vnimat nie jedinu paralel-
nud podobnost medzi pévodnym historickym a aktudlnym kurikulom,
iked potas 1. CSR este neslo o také striktné cyklové potiatie, aké bude
zrejme vyzadované v najblizsich rokoch na Slovensku. Prinajmensom je
rovnaké rozdelenie ro¢nikov do vzdeldvacich stupriov, ak si odmyslime
pridanie az ovela neskdr zavedeného deviateho ro¢nika k najvyssiemu
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stuptiu, resp. tretiemu cyklu. Ziaci, ktor{ sa dostali do strednej ¢asti

svojej povinnej osemroénej dochddzky (4. a 5. roénik), uz podla auto-
rov dokumentu disponovali §ir§im rozumovym obzorom, lep$imi pred-
stavami, pevnejSou paméitou a obcas aj schopnostou porozumiet zloZi-
tej$im pojmom. Z vdlového hladiska sa od nich o¢akévalo kvalitnejsie

rozhodovanie a rozhodnejsi pristup, a tak nastal ¢as zacat ich pria-
modiarejsie poudovat s vedomim, Ze na to budu reflektovat. Na mieste

bolo vyuzitie ndzorného vykladu o pri¢indch niektorych javov. Priro-
dzend tizba po aktivite mala byt podporovanad pri samostatnych ulo-
héch veducich k dal$iemu ziskaniu dobrych ndvykov. Udivo sa na tom-
to stupni malo prepdjat s u¢ivom o domove a vlasti v rdmci vlastivedy.
Tato skuto¢nost odhaluje, Ze uz pred desiatkami rokov nezostala mimo

pozornosti tendencia uplatiiovat medzipredmetové vztahy, miestami

takmer dotiahnuté az do integraénej podoby. Pre zdokumentovanie

situdcie je vhodné dopisat, ako presne prebiehalo vzajomné tematické

ovplyviiovanie préave s vlastivedou a aké malo limity. Platilo, Ze kdekol-
vek sa vo vlastivede ,,...ziskdvaji vhodné poznatky naukové, soustieduji se

ve smyslu oblanské nauky a vytéZi se z nich vse vhodné po strdnce vyichovné.
Kde vSak nelze ucivo obanské nauky a vychovy pripojovati k viastivéde, jde

oblanskd nauka a vychova cestou viastni, vyuzivajic plné zjevii prirodniho

a spolecenského okoli Zdakova a zvldstnosti krajovych.” (tamze, 1923, s. 211).
Ndsledné doplnenie moznych metodickych ndmetov bolo oSetrené

cez odporudenie realizovat vychadzky do prirody alebo do miestnych

ustavov a podnikov.

Najvyssi vzdeldvaci stupen predstavovali §iesty az 6smy ro¢nik, pri-
com Siesty bol zaroven povazovany za prechodny medzi dvoma stup-
nami. Zohladnené museli byt aspekty spojené s obdobim dospievania.
Logické aj citovo-v6lové schopnosti mali byt orientované k plnohod-
notnému rozvinutiu §lachetnej povahy. Specidlny déraz bol kladeny
na spolocenskd stranku vychovy — spolocenské cnosti, ktoré by sme
dnes oznadili skér pojmom obd¢ianske, ako aj na ujasnenie o¢akédva-
nej podoby pomeru jedinca vodi §tdtu a spoloénosti. Ziakom tak bolo
sprostredkované ucivo o rodine, o $tditnom a obecnom zriadeni, dokon-
ca 0o medzindrodnom zriadeni a o spolo¢nosti ako takej. Najzdsadnej-
Sie zistenie je, Ze ucivo sa na tejto najvyssej urovni akoby ani nemalo
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pridruzovat ku konkrétnemu predmetu, prinajmensom v teoretickej
rovine, pretoze bolo autormi vnimané skér nadpredmetovo — sustre-
denie a zosuladenie , ak to bolo moZné, vSetkych vychovnych prvkov
ostatnych predmetov. Ob¢ianska nduka a vychova sa stala ich central-
nym jednotiacim prvkom, ¢o sa v osnovach odrazalo. Zavazi tiez, Ze
systematika graddcie u¢iva pripominala si¢asné kurikuldrne a didak-
tické koncepty, t. z. uplatnenie principu nabalovania uéiva v stdle zlo-
zitejsich kontextoch najprv v rovine postupu od domova k obci a $tatu,
potom od nich k ludstvu a svetu (od blizkeho k vzdialenému). V z4k-
ladnych linidch sa v rdmci predpisaného uciva prekryvalo formova-
nie findlnej obdianskej dokonalosti a vernosti vodi $tdtu a jeho zria-
deniu s nabadanim k ucte voci druhym, ktori mali odli$né politické
alebo ndbozenské presvedcenie. Badat zhodu s tym, na ¢o odkazovali
uz ivodné pozndmky k prvym osnovdm. Metodologické in$pirdcie sa
zamerali na nabddanie k organizovaniu $kolskej samospravy, k dobro-
¢innosti, zapdjaniu sa do pomocnych aktivit realizovanych spolocen-
sky prospesnymi instituciami. Ako zaujimavost vyznieva odporucanie
na zriadenie tzv. knihy Zivota, ktord by sa skladala z poznamok ziakov
z predmetu (porovnaj Vynos..., 1923, s. 211-212). Zo ziskanych infor-
mdcii mozno vydedukovat, ako vyrazne predmet plnil uz od pociatku
ulohu transformdtora do edukacnej reality nielen vzdeldvacich zame-
rov predurcenych $tdtnou politikou, ale aj ulohu prioritnej vychovnej
platformy pre celu $kolu a spolo¢nost, ktorej zodpovedali okrem kon-
cepcie udiva aj pouzité metddy vyulby.

Spatny pohlad umoznuje pochopit, preco sa nizsie stupne zame-
rali prioritne na vychovne orientovanud ucebnu latku, pri¢om najniz-
§i stupenl s tym operoval vyhradne, a preco stredny zacal iba pozvolne
priddvat aj ¢isto vedomostné zdleZitosti. Napokon az najvyssi stupen
redlne a vadsinovo preferoval vecnu faktograficku stranku, av§ak ani
v jeho pripade nebolo pripustné uplné odputanie sa od dalsieho cib-
renia vychovnych spolo¢enskych ndvykov — profilovanie ziakov sme-
rom k verejnému ob&anskemu Zivotu (porovnaj Vynos..., 1923, s. 212).
Predstaveny koncept sa stal bdzou pre prvé konsolidované znenie uceb-
nych osnov predmetu, ktoré potvrdili prijatd dvojitd ulohu — nduko-
vii aj vychovnd pri formovan{ Ziakov. Obe sa mali vzdjomne dopliat,
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avdaka tomu vzbudit u Ziakov ldsku (motivdciu) k predmetu ako také-
mu. Nestadilo, aby bolo nie€o len opisané a vysvetlené. Rozum a pamét
mali byt podporené vychovnymi prvkami, a naopak vychovné zame-
ranie sprevddzané prepdjanim na pomery v $tdte, na prakticky kazdo-
denny Zivot. Uvddzanie suvislosti podporilo, prinajmensom form4dlne,
zZelany odklon od memorovania abstraktnych poudiek. Predstavuje to
kurikuldrny zdmer, ktory nachddza odozvu aj v siasnosti (porovnaj
tamze, s. 212).

3.2.2 Systémové ukotvenie osnov pre obecné (ludové) skoly

aich konkrétne znenie

Samotné osnované ucivo bolo chdpané ramcovo. Nebol to detailny pred-
pis toho, ¢o vSetko musi ucitel v triede so ziakmi urobit. I$lo len o urce-
nie najpodstatnejsieho, resp. nevyhnutného minima, ktoré bolo nut-
né oducdit na konkrétnom stupni vzdeldvania. Nastavenie dostato¢nej

volnosti bolo kluéové, aby si mohli uéitelia kurikulum dopracovat pod-
la miestnych potrieb a okolnosti, pri¢om to vobec neznamenalo stratu

kontroly nad kurikulom zo strany $tdtu. Aj ked zdkladny rozvrh udiva

vypracovavali pre rozli¢né typy $kol okresné skolské vybory po vypo-
¢utf si nazorov pedagdgov, toto udivo nevyhnutne vyplyvalo z rdmco-
vych osnov. Podrobny rozvrh uéiva pre konkrétnu skolu uz vypracovi-
vali samotn{ uditelia po vzdjomnej porade, pricom realizovany mohol

byt az po schvileni zo strany prislusného skolského vyboru. Stano-
vané bolo, aby sa vo velkom vyuzivali medzipredmetové suvislosti

obc¢ianskej nduky a vychovy, a to okrem prepojenia s vlastivedou pre-
dovsetkym vo vztahu k dejepisu a vyucovaciemu jazyku. Kontextovo sa

dalo udivo prep4djat aj na témy z ndbozenstva, z prirodovedy, pripadne

z dnes uZz neexistujuceho predmetu — nduky o domédcom hospoddreni.
Osobitné prepojenie na predmet mali aj udalosti a sldvnosti spojené

s tym, ¢o bolo pre $tdt a Ceskoslovensku spolo¢nost obzvldst vyznam-
né, napr. prezidentove narodeniny, vyrodie vzniku republiky (28. 10.),
sviatok préce (1. mdj) (porovnaj Vynos..., 1923, s. 213).

V pripade vyberu vyhovujucich metodickych postupov mali ped-
agégovia podobne volné ruky ako pri dotvdrani kurikula, hoci im boli

poskytnuté zaujimavé moznosti v podobe ndmetov. Niektoré z nich
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uz boli pribliZzené. V kone¢nom désledku sa hlavny déraz klddol na
prakticky pristup —vybudovanie, za pomoci neustdleho precvi¢ovania,
trvalych ndvykov u ziakov, ktorymi by sa vedome v Zivote riadili.
Subezne s tym bol kladeny d6raz aj na kompetenény progres pedagégov,
na dovzdeldvanie, preukazovanie osobného prikladu, sebazdokon-
alovanie, orientovanie sa nielen vo vlastnom vyuéovacom predmete,
ale aj v pribuznych disciplinach — $ir$i vedomostny zdber. Doslova sa
piSe: ,,Ucitel musi byti Zivym prikladem vSech obanskych cnostt, k nimz md
vésti své svérence.” (tamze, s. 213).

Text osnov pre obecné $koly bol pisany postupne po jednotlivych
vzdeldvacich stuptioch, spolocne pre prvy az treti ro¢nik, $tvrty a pia-
ty, $iesty az 6smi. Hlavny ciel (v dokumente z roku 1923 oznaceny ako
ucel) bol koncipovany do podoby kritkeho odseku s vychovnym odka-
zom — zabezpedit poslusnost Ziakov, celkové vplyvanie na ich citova
a volovu strdnku, aby si osvojili dobré zvyky. Vzdeldvaci ciel na tejto
drovni pritomny nebol. Uvedenému zodpovedalo aj radenie tematic-
kych celkov v podobe nadvizujuceho textu oznacujuceho povinné udi-
vo (druhd samostatnd ¢ast osnov). Aj ked vyraznej$ie napisané slovd
ukoncené dvojbodkami neboli priamo prezentované ako tematické
celky, mozno ich tak vnimat — prinajmensom ako v§eobecné tematic-
ké okruhy s prisluchajucim uéivom. Samotné, predsa len o nie¢o kon-
krétnejsie témy pre vyucbu, uz boli ndsledne Stylisticky upravené do
podoby vacésinou struénych rozkazovacich alebo oznamovacich viet.
Tym pddom vyzerala ,ucivova ¢ast“ iplne odlisne ako dnesny obsaho-
vy avykonovy $tandard. Priklad: ,Rodina a $kola: ... Milujte se vespolek! ...
Zaméstndni, rozdélent prdce. Pomdhej! ...PFibuzni, sousedé, ucitelé, spoluZdci,
sluzebnictvo atd. ...Bud vdeény! Pomdhej bliznimu! Méj soucit s trpicimi!
Pomdhej chudym.“ (Vynos..., 1923, s. 214). V principe sa tym sledovalo
rozvinutie prirodzenej mordalky, zékladov etiky, prepojenych na bez-
ny zivot mladsich ziakov. Takéto ,mravnostné“ pokyny boli pridané aj
k celku zameranému na zdravie — napr. dbanie na ¢istotu tela a vSet-
kych potrieb, otuzovanie, zdkaz pluvania na zem, vyvarovanie sa olizo-
vania od zvierat, nedrdzdenie psov, striedme stravovanie, udrziavanie
si odstupu od liehovin. Pomerne $iroky tematicky zdmer, i ked pocet
odkazov prikazdom ,tematickom okruhu“ nebol na prvy pohlad velmi
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pocetny. Netreba pritom zabudat, Ze dotdcia predmetu bola 2 hod. /tyz-
den, pricom sa da predpokladat, Ze poskytovala adekvatny priestor na
efektivnu pracu. Pouzité boli neraz aj neStandardné, obc¢as az expre-
sivne formuldcie, ¢o v8ak, paradoxne, neslo na tkor informaénej hod-
noty. Ako priklad posluzi samostatny celok riesiaci sprdvanie: ,,Bud’
uctivy k starsSim lidem, ale ne otrocky! ...Cti zkusenéjsi, vzdélanéjsi, lepsi
(ne bohatsi)! ...Poslouchej moudrych! ...Nevyslovuj neslusnych slov, nem-
luv neslusné a neposlouchej neslusnych teci! ... Bud vesely, ale ne rozpustily.“
(tamZe, 1923, s. 214). Dalsie témy venované pre zmenu prirode nab3-
daju k pestovaniu kvetin doma i v $kole, pripadne k ochrane slabsich
zvierat. Ako posledny tematicky okruh (piaty v poradi) boli spome-
nuté zaleZitosti obce — napr. iradné osoby a verejni zriadenci, zmysel
vyhld$ok a ozndmeni, obecny majetok, pamiatky vrdtane ich ochrany
apod. (porovnaj Vynos..., 1923, s. 214). Takto vyskladané udivo si udite-
liarozdelili do troch roénikov a dopracovali ho podla lokdlnych potrieb.
Na strednom stupni bol ciel/déel vyuéby podmieneny potrebou
vyuzit vSetky vhodné poznatky obsiahnuté vo vlastivede aj v obcian-
skej nduke. To malo viest k podnieteniu tizby ziakov po ¢innosti (akti-
vizovanie sa) a k rozvoju citovej a vlovej strdnky ich osobnosti. A tak
uz neslo len o prebratie, resp. dalsie posilnenie zvyklosti osvojenych
v nizsich roénikoch, ale aj o ich Castejsie rozumové zdévodnenie — vys-
$ie kognitivne opericie, vyssie ndroky. Obsah vyuéby bol rozdeleny do
7 celkov, o je zaujimavé, kedZe hodinova dotdcia sa nemenila a pod
dany stuperi patrili iba dva ro¢niky. Pedagégom preto muselo dat viac
namahy udivo rozumne rozdelit, vSetko predpisané odudit a este do
toho vlozit aj vlastny pristup. Okrem pdvodnych vychovne ladenych
tematickych okruhov, len obohatenych o nové zlozitejsie témy, sa do
povinnej vyucby dostali uz aj nosné zdlezitosti pre obéiansku nduku
(viacvedecké). V texte osnov bolo pritomné napr. zapracovanie tematiky
o domovine, ndrode a vlasti — vznik spoloéenstva, domovina ako rozsi-
rend rodina, ndrodnd svornost, §tdtny znak, vlajka a hymna, vlastnictvo
a pod. Treba zddraznit, Ze na tejto urovni nebadat zZiaden ideologicky
tlak v tom zmysle, Ze by politika zjavne zasahovala do znenia osnov
pre mladsich Ziakov. Striedali sa vety vyzyvajuce na mravné pozdvih-
nutie s oznamovacimi, rie§iacimi skér faktograficky orientované ucivo.
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Systematika ucebnejlatky a forma spracovania jednotlivych formuldcii
sa pridfzali toho, Co bolo napisané prinizSom stupni. Napriek tomu za
zmienku stoja tematické celky ako napr. Spolo¢nost (blahobyt, potre-
ba spoloé¢nosti, vzdjomnd zdvislost Tudi, dcta k préci a pod.), Vzdelanie
(nevedomost ako najhorsi nepriatel, vzdeldvacie spolky a pod.), Stit-
ne a obéianske zariadenia (pozemkovy kataster, samosprava, schodze
obecného vyboru, domdce pravo, povinnosti vo¢i obci a ostatnym obca-
nom, verejnd sprava a poriadok, dane a prirdzky, komunikdcia s uradmi,
spory a sudnictvo a pod.) (porovnaj Vynos..., 1923, s. 215). Takdto tema-
tickd $truktura je uz predsa len bliz§ia tomu, ¢o ponuka sucasné kuri-
kulum ob¢ianskej nduky od 6. roé. ZS (pozri Ob¢&ianska nduka — niZsie
stredné vzdeldvanie, 2014). Ind perspektiva zasa odhaluje, Ze pdvodnd
koncepcia predmetu ovela vyraznejsie preferovala praktické vyuZitie
informdcii z inych pribuznych predmetov. V aktudlne platnom kuriku-
le dany pristup az tak badatelny nie je a skor je v kurze striktné odde-
lenie — vlastiveda ako akysi ,,predvoj“ pre obéiansku nduku na urov-
ni primdrneho vzdeldvania, plus paralelne existujuca etickd vychova
s jej ¢isto vychovnou orientdciou.

Tret{ a najvyssi stupeni vzdeldvania (posledné tri roéniky povinnej
$kolskej dochddzky) bol vymedzeny ako samostatny. V texte logicky
nasledoval za strednym stupriom, av§ak zd6éraznené bolo, Ze sa uZ neo-
piera o predchddzajuce poznatky, ale zhriiuje ndukové ucivo, ktoré, aj
ked neobchddza vychovné elementy, vymedzuje sa prioritne smerom
k spoloc¢enskovednému vedomostnému ponatiu. Dovtedy i$lo takmer
vyhradne o skibenie toho, ¢o v dne$nom kurikule pontkajd vlastiveda,
etickd vychova a v istych kontextoch aj prvouka. Ciel bol zadany jed-
noznacne — viest ziaka k tomu, aby sa z neho stal vyspely a poriadny
obcan republiky, efektivny ¢len spoloénosti. Uéivo tomu zodpoveda-
lo. V dokumente sa nachddza az 8 tematickych okruhov, i ked nada-
lej plati, Ze takto explicitne oznacené neboli. Signifikantny bol pre
ne postupny ndrast narokov. Mezi predpisané okruhy sa zaradova-
li: Ndrod a spolo¢nost (obsah — priklady: spoloéenské dtvary a vrstvy,
socidlna nerovnost a jej vyrovndvanie, ndrodné zapasy a vlastenectvo
atd.); Zdravie (abstinencia, duevné zdravie, cudnost, socidlne choro-
by, lekdrske poudenie o pohlavnej zdravovede, podmienky $tastného



210 Historia scholastica 1/2024 10 Marek Bubenik

zivota atd.); Préca (delba préce v spolo¢nosti, druhy prdce — priemy-
sel, verejné povolania a pod., konkurencia a podnikavost, kapitaliz-
mus, socializmus a socidlne zdpasy, ndrodné hospodarstvo, vystaho-
valectvo); Vzdelanost (druhy $kél, sebavzdeldvanie, divadlo, dusevnd
praca, muzi a Zeny vo veducich pozicidch, kultura a civilizacia, kres-
tanstvo atd.); Obd¢ianske cnosti (nabddanie ku konaniu dobra z vlast-
nej iniciativy, zodpovednost za vlastné konanie, zZivotné zdsady, ludskd
povaha, konanie podla svedomia, zlo¢in a trest, sloboda atd.); Lud-
skost (ucta k ¢loveku, spravodlivost, ochrana slabych — mlddeze a Zien,
spolo¢né statky ludstva — veda, vyndlezy, umenie a literatdra, rovnost
medzi narodmi, militarizmus — obrana vlasti, svetovy mier, zbliZenie
Tudi vo svete atd.); Priroda (priroda ako matka, vychovévatelka a 7ivi-
telka, prirodné pamiatky atd.); Zariadenia $tdtne a oblianske (rovno-
pravnost, verejnd mienka a verejnd mravnost, pravny poriadok v $tite,
prava mens$in, demokracia, aristokracia, anarchia, dstava, Casti $tdt-
nej moci, bezpednost (vojsko a policia), styky s inymi §tdtmi, politické
strany a politické vzdelanie atd.). Sdbor povinnych tém, ktoré muse-
li byt vysvetlené, je naozaj pestry a pomerne obsirny, a to sd vypisané
len ukdzky (porovnaj Vynos..., 1923, s. 215-216). Zdmerne si zmienené
priklady upravené z pévodnej dobovej formuldcie do sucasnej [ahsie
Citatelnej podoby, aby ich bolo mozné jednoduchsie pochopit a inter-
pretovat. Je evidentné, Ze uz v 20-tych rokoch minulého storodia dis-
ponovalo kurikulum in$pirativnymi obsahmi, za ktoré mozno pova-
zovat odkazovanie na postavenie muzov a zien (nacrtnutie rodovej
rovnosti), na rovnost medzi ludmi a ochranu minorit a slabsich (boj
proti xenofdbii), na politické vzdelanie, na vnimanie prirody v réznych
dimenzidch (environmentdlna vychova), na prirodzendu etiku (konaj
dobre preto, lebo sa to spolodensky osveddilo a nie preto, lebo to nie-
kto alebo nieco prikazuje). Celd koncepcia zdmerne pdsobi skor vse-
obecne ako konkrétne, kedZe na konkretizdciu uéiva slizili iné nadva-
zujuice dokumenty. V§eobecnost sa vSak nevylucovala s moznostami
praktického a variabilného metodického podchytenia. Pristup nepod-
poroval ndsilné pretldcanie akychkolvek politicky ladenych myslienok.
Je fakt, Ze z niektorych Casti textu mozno vytusit zdmer plnit $tdtom
zadané vychovné a vzdeldvacie ulohy, ale priamy propagandisticky ¢i
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dokonca negativny ideologicky presah, nastastie, pritomny nie je. Opa-
kovanie ndzvov viacerych tematickych celkov pre zmenu znacilo nut-
nost zachovat osvojené vychovné motivy (dobré zvyky) od prvého po
posledny tret{ stupeti s tym, %e budd postupne utvrdzované a doplria-
né o teoretické znalosti.
Osnovy pri kazdom stupni zapracovévali aj tretiu ¢ast pod ndzvom
,CviCenia“. Na niz§om stupni boli ponechané iplne v kompetencii vyu-
¢ujicich (podla vyberu uéiva), ale na strednom stupni uz boli uvede-
né mozné pristupy ako napr. praca v $kolskej zdhrade, stroméekovy
deri, $kolska sporiteliia, poskytovanie prvej pomoci, ¢innost Dorastu
Cerveného kriza, prvky Ziackej samospravy (porovnaj Vynos..., 1923,
s. 215). Dané odkazy vystupovali v pozicii podpory — dodanie in$pi-
racii k metodickému podchyteniu udiva. Odporucané ,cvicenia“ pre
star$ich Ziakov nabddali mimo okrem iného aj k zaloZeniu si dennika,
do ktorého by si Ziaci zapisovali svoje ¢iny, premyslali o nich a zaria-
dili sa podla toho v dalSom Zivote. Spomenuté boli aj také aktivity ako
vymienanie silistov so ziakmi zo zahranicia, vymienianie pohladnic, ¢i
dokonca zdokonalovanie sa v esperante (porovnaj tamze, 1923, s. 217).
Extrakurikuldrny doplnok k uvedenému predstavuje publikdcia man-
zelov Matejovskych, ktord vysla v roku 1929. PribliZuje niektoré vyuZzi-
telné ucebné pomdocky, medzi ktoré patria napr. knihy, ¢asopisy, dia-
gramy, plagdty, vyrolné spravy, zbierky obrazov zndzornujuice mravné
zdsady a pod. (1929, s. 10). Medzi iné doplnkové publikicie, ktoré do
detailov rozpracovdvali rimcovo ladené §tdtne kurikulum, konkre-
tizovali ho a vysvetlovali z pozicie metodickej aj didaktickej, patrili
napr. uz v roku 1923 diela Miroslava Skofepu a Frantiska Aloisa Sou-
kupa. Prvy menovany autor sa v jednej zo svojich metodickych priru-
Siek vyjadril: ,Ucelem této knihy jest umozniti ucitelstvu p¥ipravu k hod-
indm obcanské nauky a vychovy. Obsahuje dle mého soudu maximdlni ldtku
jednotlivyich osnovnych hesel s nutnymi dopliiky pro uitele; ukdzkovy vybér
vyichovného materidlu k vypravéni, Cetbé a konani; praktické ukdzky a met-
odické pozndmky z viastni zkuSenosti... (1923, s. 3) Dielo odkazovalo na
myslienkovu platformu a ucel predmetu, na efektivne uchopenie udi-
va, na $trukturu hodiny, jej celkovy zmysluplny obraz, na doplnkovu
$tudijnd literattru a dal$ie zdleZitosti (porovnaj Skofepa, 1923, s. 7—41).
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Vsetko to bolo podporené odbornou erudovanostou autora, ktord mu
umoznovala spristupnit pocetné komentdre ku kazdému jednému sys-
tematicky rozpldnovanému uéebnému obsahu (hlavnd téma a podté-
my). V publikaénom podine druhého menovaného autora sa pre zmenu
objavila kapitola, ktord rozpracovala konsolidovany navrh podrobné-
ho rozdelenia udiva podla roénikov a jednotlivych mesiacov $k. roka.
Mozno predpokladat, Ze pre mnoho uditelov to muselo prinajmensom
zavazit ako in$pirdcia (porovnaj Soukup, 1923).

3.2.3 Osnovy vo vztahu k obéianskym $koldm
Povodny kurikuldrny dokument z roku 1923 zaradoval aj rdmcové osno-
vy pre $koly ob¢ianske, ktoré boli oproti verzii pre obecné $koly na prvy
pohlad redukovanejsie, skoro az heslovité. Zdanie v§ak v tomto pripa-
de klame —rozhodne sa predpisanym uéivom dal vyplnit ¢as stanoveny
na vyucbu. Viac-menej ilo tematicky o képiu toho, o uz bolo komen-
tované. Napriek tomu mali osnovy vlastny $pecificky zdmer v podobe:
,» UCivo oblanské nauky a vychovy na skole obcanské osnuje se samostatné,
ale soustieduje v sobé naukové i vychovni prvky vSech ostatnich predmétii.
Navazujic na ucivo stredniho stupné skoly obecné, rozsituje je po strdnce
naukové a prohlubuje podle rostouct dusevni vyspélosti Zdkii a podle ikolu
Skoly oblanské...“ (Vynos..., 1923, s. 217). Zésadné zistenie spo¢iva v tom,
Ze pri zachovani rovnakej dvojhodinovej tyzdennej dotdcie vzdeldva-
ci obsah sice odkazoval na rovnaké tematické okruhy ako vyssi stupen
obecnej $koly, dokonca aj na rovnaké ucivo, ale to bolo vymedzené cez
samostatné zadelenie tematik pre kazdy okruh konkrétne do prvého,
druhého a tretieho roénika, resp. triedy. Mozno dedukovat, Ze aj samot-
nym uditelom, vritane tych z obecnych (ludovych) §kdl, umoznil taky-
to pristup k osnovdm nahliadnut do zmyslania ich autorov a odvodit
siz predpisuraciondlne radenie uciva do ro¢nikov. Metodické postupy
(cviCenia) boli in§pirované tym, ¢o bolo odporuéané pre ludové sko-
ly (napr. $kolskd lekdrnicka, Vianoce pre siroty a chudobnych, besedy
a prednédsky a pod.) (tamze, 1923, s. 218).
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3.2.4 Osnovy vo vztahu k jednoroénym kurzom

Nakoniec sa do textu prvych osnov pre ONaV zmestili aj kratucké pred-
pisy uciva pre jednoro¢né kurzy pri obéianskych skoldch. Prislucha-
li k 4. roéniku (v podstate doplnkovému), mali dotdciu 2 hod./tyzderi

a zahffiali témy z oblasti: Spolo¢nost (vznik ndrodov a §tdtov), Stat

(dlohy a vyvoj $titu), Ceskoslovenskd republika (ndrod, demokracia —
zvrchovanost ndroda, ndbozenské vyznania, parlament, prezident,
ndrodnosti, pravny §tdt), Medzindrodné postavenie CSR (vzdjomné

styky $tdtov —hospoddrske, politické a kultirne, mierové hnutie atd.),
Hospoddrske a socidlne dlohy $tdtu (stavovské zdujmy, colnd a datiova

politika, socidlna starostlivost a pod.), Kultira a civilizdcia (&m prispel

Ceskoslovensky $tat k spoloénym statkom ludstva atd.). Ndznakovo boli

spomenuté aj témy ako peniaze (dvery a banky), dusevny Zivot néro-
da a starostlivost o neho, technicky rozvoj ludstva, a napokon zédkla-
dy svetondzoru (pozri Vynos..., 1923, s. 218-219). Na takejto vysokej

odbornej urovni, nie jednoduchej pre osvojenie si v§etkych vyzado-
vanych kontextov z pozicie absolventov tohto vzdeldvania, je mozné

pozorovat najsilnejsie zastipenie $tatnych zdujmov v ramci vzdeldva-
cej politiky. Prameni to prave z faktu, Ze uz i$lo o formovanie takmer
dospelych Iudi, pripravujdcich sa bud na vyssie vzdelanie (ndronost

tém tomu zodpovedd), alebo na funkéné zaradenie sa do spoloéenské-
ho Zivota v pozicii uvedomelych pracujucich ob¢anov. Samostatného

legislativneho vydania sa osnovy pre jednoro¢né ucebné kurzy docka-
li vroku 1924 (pozri Vynos..., 1924).

3.3 Slovenska adaptdcia kurikula (vysvetlujice a doplnkové
publikdcie)

Vsetky doposial uvedené kurikuldrne dokumenty boli pisané v origind-
loch v Cestine, ¢o v§ak neznamend, Ze by sa nevztahovali aj na sloven-
ské Skoly. Ako pomdcka pre nasich ucitelov, aplikovana na slovenské
$kolské redlie, sluzila v Ziline vydana publikdcia s podrobne rozpisa-
nymi u¢ebnymi osnovami, ndvrhom rozvrhu hodin a administrativny-
mi pokynmi, kedZe bolo potrebné podrobne zachytit nové poziadavky
a nové predmety vo vyucbe v ich ucelenej podobe. Zvolil sa maxima-
listicky pristup k u¢ivu, na rozdiel od stdtneho kurikula, aby sa pre
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pedagdgov otvorila pestra paleta vyberu toho, ¢o im najviac vyhovu-
je a ¢o zodpovedd miestnym pomerom. Autori si pritom nendrokovali
na neomylnost, vedeli, Ze ich dielo bude po ziskani praktickych skuse-
nosti s vyucbou doplnené i opravené. Neslo ani o kompletné spracova-
nie pre v§etky roéniky (Nové podrobné osnovy..., Volf & Pospi§il, 1927).
Obsahové zameranie sa sustredilo na skoly jednotriedne aZ trojtriedne —
podla poétu stupiiov vzdeldvania a celkovej $kolskej organizdcie, kto-
rd bola na Slovensku komplikovanej$ia ako v ¢eskych krajindch (pozri
Gabzdilov4, 2014, s. 25-33).

U¢ivo bolo spracované heslovite a v tabulkovej podobe pre 40 nad-
vazujucich tyzdnov systémom: ,,beh, pripadne konkrétny ro¢nik, pora-
die vyuéovacej hodiny, ndzov uéiva vztahujuci sa na ob¢iansku vycho-
vu, ndzov uéiva vztahujuci sa na obéiansku nduku. To znaéi evidentné
odlisenie faktografického a vychovného zamerania. V niektorych pri-
padoch, skor vynimod¢nych, je v§ak mozné badat prepojenie faktogra-
ficky orientovaného uéiva s vychovnym prvkom. Prikladom je 31. tyz-
den, do ktorého bol zahrnuty vychovny element v podobe: ,,Rovnost,
volnost, svoboda“. Za tym nasledoval ndukovy element: ,,Rok 1848 a tiizba
Slovenska za osvobodenim*. Jednoznacne sa tym odkazuje na zapraco-
vanie slovenskych $pecifik. Naopak, na inych miestach dokumentu sa
nachddzali absolutne odli$né, vychovne a edukaéne nesuvisiace pri-
klady ucebnej latky. Opét je to vhodné preukdzat na priklade. Laska
k pravde v style ,,Pravda vitazi“ mala vedomostné doplnenie v podobe
udiva zameraného na vlddu a ministerstva a na vyznam poistenia vo
formuldcii ,poisti sa a Setri na starobu“. Navyse, texty boli opakovane
doplnené o vykriéniky. Z dnesného pohladu teda vnimat istd nesuro-
dost. Posledné tyzdne uz obsahovali iba vychovné prvky, pricom ndu-
kov4 ¢ast bola vyplnend opakovanim (Volf & Pospiil, 1927, s. 17-19).

O rok neskdr vyslo podobné, ale ovela podrobnejsie dielo s ndzvom
Podrobnd uéebnd osnova pre slovenské ludové skoly jednotriedne a dvo-
jtriedne s podtitulom Na zdklade najnovsich osnov pre 8-triedne ludové
Skoly. Tento raz mozno hovorit o maximalistickej koncepcii bez okol-
kov, nakolko rozpis sa uz neorientoval len na heslovité témy vychov-
né a ndukové. I$lo o priamodiary zdmer poméct uéitelom naplnit cie-
le dané zavaznym kurikulom. ,, U vicSiny predmetov rozdelend je ucebnd
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ldtka na 2—3 roéné behy (podla toho, & ostdva Ziak v niektorom oddeleni
2 alebo 3 roky) a to z toho dévodu, aby kazdy rok poculi Ziaci nieco iného

a aby predpisand ldtka mohla byt vyCerpand... K jednotlivym predmetom

pripojili sme miestami aj metodicko-didaktické pozndmky“ (Lehky & Moj-
to, 1928, s. 3). Obdianska nduka a vychova mala garantované miesto

v rozvrhu od prvého ro¢nika, nech uz bolo organiza¢né delenie aké-
kolvek. Jej hodinovd dotécia v podstate zodpovedala dvom hodindm

tyzdenne. V samotnom dokumente je to v§ak oznacené cez dve ¢isla—
$tyri a dva, ¢o mdze odkazovat na alternativu, na variabilné pristupy
kuprave trvania vyuéovacej jednotky, kedZe, povolené boli aj 30-minu-
tové vyulovacie hodiny, ak to tak $kole lepsie vyhovovalo. Tym padom

musel byt ich tyzdenny pocet vacsi ako dve Standardné vyudovacie

hodiny (porovnaj tamze, 1928, s. 4-5).

Schéma spracovania udiva je najlepsie reprezentovana tabulkou
pre 6., 7. a 8. $kolsky rok. K rozpisu je pridany odkaz na vyuzitelné
didaktické prostriedky od autorov: R. Kratochvil — P. Pridavok: Ob¢éian-
ska nduka, III. diel; Dr. E. Palesch: Ceskoslovensk3 tstavoveda. Nad-
vizujuca Cast bola rozplanovand podla mesiacov $k. roka od septem-
bra do juna. Samostatne vyclenend bola v tabulke stat sumarizujuca
maximélne uéivo (l4tku) a samostatny priestor dostali v dal$om stip-
ci aj cvilenia, ¢ize metodické ndmety. Priklad z oktébrového rozpisu —
udivo: ,¢) Zodpovednost za jednanie. Nezistnost, dobrocinnostv podnikoch,
druZstvdch. Odpovednost, dozor. Poctivost v zdvodoch. Pripomienka slubu
vernosti (28. — 30. X.)“. V tomto pripade je k tomu elegantne pric¢lene-
nd metodika, ktora logicky a ucelne inklinuje presne ku konkrétnemu
opisu uéiva: ,Koho obdarujeme (najstarsieho chudobného doveka), kedy,
ako?.. Zaujmu tiez aktivity spojené so skolskym fondom, vedenim $kol-
skej kniZnice, zdpismi do triednej knihy (treba zaznamenat v§etko pod-
statné), zistovanim spomienok starych lud na minulost (skdsenosti
so slobodou), vypiskami z ¢itania knih a pod. (tamze, 1928, s. 17). Pri
kazdej ucebnej latke bolo pridelené aj pismeno a, b alebo c, aby sa dali
rozpoznat a oddelit jednotlivé behy. Svoje miesto, priradené k 4. a 5.
$kolskému roku, si naslo aj ucivo reflektujice na environmentdlnu
problematiku, ako aj na ochranu zdravia ($kola v prirode, skauting,
prvé pomoc, hygiena atd.), ¢o sved&{ o tom, Ze ONaV bola uZ v tom ¢ase
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vskutku vSestranne orientovanym predmetom. Dékaz daného tvrde-
nia poskytuje ukdZzka z méjového rozpisu uéiva: ,a) Pozorovanie prirody,
jej krdsy. Zoslachtenie citu. Siicit s tvorom, ich ochrana a peclivost o ne. Sila

a jej zuZitkovanie. b) Setrenie prirodnych krds. Ochrana zvierat. Opatrnost

na cestdch privodou. DéleZitost rastlin pre tvorstvo“ (tamze, 1928, s.16). Ani

tunechybali metodické usmernenia k podchyteniu praktickej rovne —
napr. stromcekové sldvnosti, pomoc vta¢ikom, vybavenie na cesty do

prirody a pod. (porovnaj tamze, 1928, s. 16).

Ku koncu dokumentu sd jednoznacne uréené ciele, a to ndukovy

(vzdeldvaci) aj vychovny. Zaujme najmi ten vedomostne orientovany:
»e--Ti€ je mozné poddvat Ziakom ucivo podla sustavného roztriedenia vo
vSetkych podrobnostiach, ale len zdkladné poznatky o republike Ceskoslov-
enskej ako samostatnom itvare statnom a Ciastky vitvarov medzindrodnych
o ich Stdtnych a obCianskych zriadeniach a o ich duchu®. Pri vychovnom
prvku sa nachddzala pozndmka, Ze poucovanie samo o sebe nestadi,
sprostredkované dobré zvyky treba uplatnit prakticky, t. z. zabezpe-
it vyclenenie patri¢ného ¢asu praktickej stranke vyucovania (tam-
%e,1928, 5. 21).

Komentdre vedu k zdveru, ze uz pred priblizne 100 rokmi si boli
odbornici v oblasti $kolstva vedomi potreby rozpracovania pomerne
vSeobecného $tatneho kurikula na nieco ovela viac uchopitelné pre
pedagogicku obec — detailnej$ie a maximalistické poriatie, umoznuju-
ce dalsi flexibilny kurikuldrny i metodicky pristup. Ndvody tohto typu
nezvyknu byt zavazné, ale mnohé su uzito¢né a uditelia na ne priam
¢akaju — plati to aj pri modernych verzidch kurikuldrnych dokumen-
tov. Okrem toho, vdaka vydaniu opisanych publikdcif (a im podobnych)
sa podarilo pévodne zna¢ne v§eobecne ladent kurikuldrnu koncepciu,
diktovanu $tdtnymi osnovami, rozmenit na drobné a vdaka konkreti-
z4cii aj metodickej ndpaditosti elegantne vyznamovo transformovat

vv/

do mnohych kontextov, ovela bliz$ich redlnej $kolskej vyucbe.

3.4 Prechodné obdobie (nerealizované ndvrhy osnov

vrokoch 1926-1929)

V roku 1926 malo prist k prijatiu novych osnov ONaV, ktoré by upra-
vovali zistené nedostatky, vyplyvajuce zo skisenosti pedagégov pri
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zavddzani a testovani docasnych osnov z roku 1923. Bol vypracovany
ndvrh, avS§ak nakoniec prislo k prijatiu ministerského vynosu, ktorym
sa odobrovalo pokracovanie v pouzivani pévodnych osnov aj v dalSom
obdobf{ (Vynos..., 1926). OdloZenie vydania novych oficidlnych osnov
bolo podmienené viacerymi polemikami, ktoré nie je nutné podrobne
rozpisovat. Napokon prevazila mienka, Ze do¢asné osnovy z roku 1923
su v podstate nadalej vyuzitelné. Ich upravend verzia v§ak nezmizla,
zostala ako ndmet, od ktorého sa bolo neskdr mozné posunut dalej,
konkrétne k vytvoreniu $tandardizovanych normdlnych a koneéne
definitivnych osnov pre vsetky typy ndrodnych $kél. Tym pddom sa
viaceré novinky, ktoré sa mali, resp. mohli zaviest uz v roku 1926, sta-
li oneskorene sucastou reformnej verzie kurikula zaéiatkom 30-tych
rokov 20. stor. Ako priklad moZno uviest informdciu, Ze zatial ¢o niz-
$1 a stredny stuperi sa mal zamerat prioritne na vyucbu o domovine
avlasti, najvyssiu kategériu predstavovalo ucivo koncipované v troch
hlavnych okruhoch, a to ob¢ianska vychova v uz§om zmysle, ndrod-
nd vychova a vychova svetoobcianska. Mozno z toho vytusit premys-
lenu gradiciu a citlivé prepojenie vychovnych a vzdelavacich prvkov.
(porovnaj Nové osnovy..., 1926, s. 102—105).

3.5 Normadlne do¢asné osnovy (1930-1933)

3.5.1 Elementy formujuce tvorbu stélejsieho kurikula

V nadvéznosti na predchddzajicu Cast je zjavné, Ze sa vyuzitie prvot-
nych osnov pre ONaV natiahlo na takmer 10 rokov. Medzi¢asom sa
posilriovali apely na zastabilizovanie situdcie v uz unifikovanom éesko-
slovenskom skolskom systéme, ¢o priamo umerne podporovalo potre-
bu nahradenia oraz menej aktudlnych uéebnych osnov. Prvé normal-
ne, aj ked stdle eSte docasné osnovy, boli vyhldsené tradi¢ne v podobe
ministerského vynosu a vydané v roku 1930 s platnostou na sk. roky
1930/1931,1931/1932 a1932/1933. Vztahovali sa vyluéne na obecné (ludo-
vé) $koly. Minister $kolstva stanovil, Ze ,,...podle normdlnich uéebnich
osnov vypracuji mistni porady ucitelské podrobné ucebni osnovy a dohod-
nou se o nich podle jednotlivyich druhii Skol za vedent prislusného skolniho
inspektora, ktery zejména bude dbdti prislusné jednoty” (Normalni uéebn{
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0snovy..., zvldstni otisk z Véstniku..., 1930, s. 3). Do¢asné osnovy sa mali

aj tentokrat overovat v praxi, ¢o je logicky pristup pri snahe postupne

dospietk vypracovaniu ich definitivnej podoby. Zaujimavé pritom bolo,
Ze v tom Case neprislo k vydaniu prikazu na vytvorenie novych uéebnic,
ale uditelia mali aj tak dbat na uskuto¢nené zmeny vo vybere a uspo-
riadani uciva. Pre celé $kolstvo pritom platila zdsada, Ze md vychova-
vat k mravnym a kultirnym cielom, ktoré su nasledované ndrodom,
$tatnom a ludstvom. Vidiet piliere pre vzdeldvanie a vychovu, ktoré sa

v podstatnejSej miere nezmenili aZ na to, Ze ¢oraz CastejSie sa zdoraz-
niovali otdzky ndroda a $tdtu, resp. pomer obéanov k nim. Muselo sa

reflektovat na aktudlny Zivot, na to, Co v realite prindsa. Vystihuje to

doslovné tvrdenie, ktoré odkazuje na potrebu vstepit mladezi presved-
Cenie, Ze ,,...na prospéchu a blahu oblanii spocivd prospéch a blaho stdtniho

celku* (tamze, 1930, s. 3). Potvrdzoval sa tym zdroveri ¢oraz vads${ dbéraz

na spojenie tematickej zdkladne ONaV s étosom $koly.

Druhy zdsadny element, ktory profiloval osnovy, predstavovala
koncepcia ¢innej $koly, odkazujuca na ddlezZitost prace. Jej ulohou bolo
rozvijat vSetky dusevné aj telesné schopnosti Ziakov, ich spoluprdcu
a vynaliezavost. Skola ich mala viest k tomu, aby ,,...predevsim viastni
praci nabyvali trvabjch védomosti a dovednosti potfebmyjch pro Zivot“ (tamze,
1930, s. 4). To znamenalo prisudenie va¢sieho dérazu nielen na rozum
a pamaét, ale aj na citovu a volovu oblast, a zdroveri sa pod tym myslel
odklon od sprostredkovania hotovych vedomosti — Ziaci sa mali sami
pricinit, za vyuzitia réznych metdd a svojej vlastnej aktivity vratane
samostudia, o korektné uchopenie informdcii. Vynechané neboli ani
metodické a edukacno-organizané pokyny. Napriklad mozno uviest
pokracéujucu tradiciu besiedok s rodiémi, existenciu ziackej samospra-
vy, ako aj spolo¢né $kolské zhromazdenia pri vyznamnych udalostiach
avyrociach, ktoré priamo suviseli s tematickou zékladiiou ONaV. Celko-
vo sanemala vynechat ziadna prileZitost $kolského a verejného Zivota,
ktora mala potencidl podporit to, ¢o bolo suéastou vyucby na hodinach
daného predmetu. Odkazy sa vztahovali aj na ¢itanie vhodnej literatu-
ry a spravne zvolené exkurzie do ustavov ¢i podnikov. Opétovne bolo
zdbraznené, Ze univerzdlne platné metddy nemozno uditelom pred-
pisat, nakolko predmet disponuje skor psychologicko-pedagogickou
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ako logicko-didaktickou zdsadou pri volbe vyuéovacich metdd. Preto

musel ucitel vystihnut dusu dietata a prispdsobit jej metodické i didak-
tické nastavenie vyuéovacieho procesu. Vdaka tomu bolo akceptova-
telné vietko, ¢o prakticky podporilo dusevny rozvoj a chdpavost Ziakov
(napr. poriadok, dobroéinnost, sporenie, slu§né spréavanie, vkus a pod.)

(porovnaj tamze, 1930, s. 6). Dany pristup principidlne odporoval ¢isté-
mu memorovaniu poznatkov a nezdévodnenému moralizovaniu, kto-
ré boli v dokumente oznacené za mifiajice sa uéinku.

Teoretické a ¢iastolne aj praktické pokyny (metodika) boli dopl-
nené o klasifikaény rdmec, ktory v§ak uréoval nanajvys to, Ze zndmka
z predmetu sa stanovuje podla prospechu z ndukovej Casti predmetu,
av8ak so zohladnenim sprdvania ziaka a jeho snahy —t. z. individudlne
hodnotenie s prvkami humdnneho pristupu. Okrem toho do hry vstu-
pili aj Specifikd vtedajSej organizacie $kdl, najm4 princip fungovania
pocetnych menejtriednych $kdl, v ktorych zvyklo byt uéivo koncipo-
vané do tzv. behov — akoby niekolkoroéné cykly (porovnaj Normdln{
udebni osnovy pro $koly obecné [ludové], 1930, s. 30-31). Pravou je, Ze
vtedajsie pomery sa zo sucasného pohladu vyznacovali taZie pocho-
piteInym mixom zostladenia triedy/tried, oddielov, poradia $k. roka
ajeho ukotvenia v prislu§nom vzdeldvacom stupni. Tento stav si vyZza-
doval nastavenie variabilnych podmienok, podporujucich flexibilny
pristup k spracovaniu kurikula. Premietalo sa to do urdenia hodino-
vej dotdcie. Ludovd $kola poskytovala ONaV v jednotlivych ro¢nikoch,
akokolvek boli usporiadané, v priemere dve hodiny kazdy tyzder poc-
nuc $tvrtym roénikom (rokom $k. dochddzky) v pripade §kol jedno
a dvojdielnych, pricom v pripade jednotriednych $§kél predmet spadal
pod vyucbu pre vyssiu skupinu, a tretim ro¢nikom u §kél trojdielnych
az osemtriednych. Z toho vyplyva, Ze podla tohto rozpisu sa predmet
pocas prvych dvoch roénikov nevyudoval — nemal pridelend Ziadnu
dotdciu. Zdroven platilo, Ze dvojhodinové doticia predstavovala pre
vyssie ro¢niky $tandard, aj ked nie uplne konstantny. V $koldch sedem-
triednych a osemtriednych, ktoré najviac zodpovedaji dne$nému vni-
maniu fungovania Z§, bola pre $iesty ro¢nik uréend jedna hodina na
tyzdenl. V Sesttriednej $kole sa rovnakd zdlezitost tykala piateho $kol-
ského roka. Komplexne tak mozno v porovnani s dneskom konstatovat,
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Ze povinnd dotdcia sa vztahovala aj na nizsie ro¢niky, i ked v réznoro-
dej podobe, a preto niet pochyb, Ze sa predmet tesil vacsej vaznosti ako
v sucasnosti. Tvrdenie je korektné napriek poznaniu, Ze na najniz$om
stupni predmet nefiguroval v rozvrhu v samostatnej podobe (porov-
naj tamze, 1930, s. 33—47). Zapri¢inilo to zaradenie prvouky, do ktorej
sa Ciastocne vtesnal povodny obsah elementdrnej ob¢ianskej vychovy.

3.5.2 Tematické uchopenie u¢iva ONaV v prvych

normalnych osnovédch

V dokumente sa opakujui rovnaké frdzy, aké uz boli zmienené v opi-
se podstaty predmetu v rdmci prvého dodasného kurikula (charakter

obdana a mordlne oakdvania — vztah k bliznemu, $lachetnd povaha,
ob¢dianske préva a povinnosti, ziskanie poznatkov o socidlnom, hospo-
darskom, kultirnom a politickom fungovani §tdtu, vychova k demok-
racii). Delenie uiva je v zmysle vy$sie uvedeného nastavené podla ro¢-
nikov od tretieho po 6smy. Za pozndmku v§ak stoji fakt, Ze dokument

dané ucivo nijako obs$irne nespecifikuje. Zavazny obsah je podany strué-
ne, cez kritke a za sebou nasledujuce témy (ucivé). V porovnani s pred-
chddzajicim spracovanim pri$lo k vynechaniu $tylisticky expresivnych

formuldcii — zahrnuté su jasné instrukcie o ucive bez potreby autorov

nieo zvyraziiovat vykriénikmi, resp. tymto spésobom upriamovat

pozornost na vychovné prvky, ¢o ale neznamend, Ze by absentovali —
je ich v texte dost, len viac zapadajui do komplexného poriatia udiva.
Vychovno-vzdeldvacia zékladria zostala zachovand, pri¢om vychov-
nd zlozka sa tematicky opierala o zlé ndvyky a mravné zdsady — napr.
ochrana slabsich a spolodenské cnosti, starostlivost o telo, ochrana

majetku, vlastnictvo a pod. (porovnaj tamze, 1930, s. 48—49). Zo spra-
covania (hocivSeobecného) vyplyvalo, ktord téma a v akej podobe patr{

do konkrétneho ro¢nika. ZvySok uz bol na dopracovani, resp. prispdso-
beni samotnymi pedagégmi— podrobné osnovy. Na ilustrdciu posluzi

priklad rémcového rozvrhnutia u¢iva, ktory sa vztahuje k tretiemu sk.
roku: ,,Obec. Urednici a ziizenci obecni. SouZiti v obci. Posta. Cesty a spo-
jovact prostredky v obvodu obce; péce o né. Hasicstvo... Bezpecnostni sluzba.
Lékat. Nds kraj. NdS ndrod. Nase viast. 28. fijen. Hymny, stdtni znak. Mas-
aryk... Vzpominka na padlé“ (Normdlni uéebné osnovy pro $koly obecné
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[fludové], 1930, s. 48). Napriek miestami tazkopddnej kurikuldrnej kon-
zistencii (§trukturdlne usporiadanie uéiva) a niz$ej prehladnosti sa d4

vytusit, Ze spracovanie smeruje k istému tematickému bodu, ktory je

identifikovatelny, aj ked nie je priamo uvedeny (bez ndzvu tematické-
ho celku). Na zdklade toho moZno postrehnut inklindciu k najblizsie-
mu okoliu Ziaka, institucidm a sluzbdm, ich vyuzitiu, prepojeniu obce

na nérod (pritomnd je uréitd miera systematiky), dérazu na zdsadné

prvky formovania (uz od mlada) uvedomelého obéana v duchu vte-
dajsieho $tdtu a jeho priorit. ReSpektované pritom boli zdsady uvede-
né v uvode do osnov — postup od blizkeho k vzdialenej$iemu a grad4-
ciandrokov aj na vzdelanostnej, Cize nielen vychovnej drovni. Napriek
tomu, celkové spracovanie osnov m4 eSte daleko od aktudlnej kuriku-
larnej koncepcie implementujucej podnety k priame;j aktivite cez vyko-
nové slovesd. Niekdajsi pristup pdsobi Cisto vecne, heslovite, ale zato

jednoznacne a do istej miery kontextovo. Na zdokumentovanie toh-
to ndzoru postadi citdcia z uéiva siedmeho ro¢nika: ,,Republika a mon-
archie. Demokracie. Svoboda. Ustava. Stdtni znaky, prapory, hymny. Volba

do ndrodniho shromdzdéni. Poslaneckd snémovna a sendt. Zdkony a natizen.
President. Vldda. Urady. Bezpelnost a ochrana stdtu. Brannd povinnost.
Soudnictvi“ (Norm3lni uéebné osnovy..., 1930, s. 49).

3.6 Definitivne normdlne uéebné osnovy (1932-1933)

3.6.1 Normdlne ucebné osnovy pre mestianske skoly

aich nosné myslienky

Normadlne uéebné osnovy pre mestianske $koly a jednoro¢né ucebné
kurzy vysli vo findlnej podobe v roku 1932 formou vynosu MSavoO zo
diia 9. juna, ktory bol uverejneny v ministerskom vestniku (rod.
14, zosit 6) s prehladnymi tabulkami. Samotné osnovy v§ak dosta-
li aj vlastnu tladend podobu ako samostatny dokument. Predstavo-
vali vychodisko z dlhého obdobia zbierania podnetov od pedagégov
a odbornikov na skolstvo. ,,Osnovy z . 1932 jsou prvi republikdnské osnovy
pro méstanské Skoly v nasem stdte. Jimi se sjednocuje vyichova a vyucovinina
méstanskych skoldch ve vSech zemich naseho stdtu, coz md pro sjednocovdni
Ceskoslovenského stdru veliky vijiznam® (Keprta, 1933, s. 37). Vyuovanie
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sa malo v tychto $koldch uz tradi¢ne zakladat na viaésinovo akcepto-
vanych mravnych principoch, na podpore demokratickych myslienok,
usmerriovani podla novych pedagogickych smerov a didaktickych sku-
senosti. Do uvahy sa mali brat ziskané skusenosti nielen z domdceho
edukacného prostredia, ale aj zo zahranicia. Platnost kurikuldrneho
dokumentu bola stanovend poéntc $k. rokom 1933/1934 postupne od
prvého ro¢nika mestianskej $koly, takze vSetky tri triedy boli obsiah-
nuté az v k. roku 1935/1936. Sk. rok 1932/1933 bol vnimany ako pri-
pravny pre zavedenie zmien.

Zo znenia vynosu vyplyva, Ze uéivo bolo osnované iba v zdklad-
nych rysoch, a preto nadalej platilo, Ze sa poditalo s jeho upravenou
verziou v podobe zvlds$tnych uéebnych osnov (z pohladu slovendiny
sa skor hodi oznadenie $pecidlnych) s ohladom na charakter a potreby
konkrétnej skoly a jej prostredia, ako aj samotnych ziakov. Samozrejme,
vSetko muselo prebiehat v intencidch platnej $kolskej legislativy. Aby
nevznikol chaos, na zdkladnu jednotu obsahu vzdeldvania dohliadali
$kolské indpektordty (porovnaj Normdln{ uéebni osnovy..., 1932, s. 3).

Ucelom mestianskej $koly bolo pri porovnani s obecnymi (fudo-
vymi) $kolami poskytnut ucelené vyssie vzdelanie, ktoré by pripravi-
lo Ziakov na dalsie a eSte vyssie vzdelanie. Pokracovalo sa v tendencii
dostdvat ¢oraz viac do popredia mordlnu formdciu a popri nej ndrod-
nu vychovu. Za vetko hovori tito ¢ast dokumentu: ,Ndrodnivychova se
stdvd diileZitym prostiedkem vyichovy socidlni, zejména obCanské, jejimz cilem
jevychovati Zactvo k védomému a ochotnému plnéni obéanskych povinnosti
a k oddanosti Ceskoslovenskému stdtu* (tamze, 1932, s. 4). Mimo zdujmu
nezostali aniidedly demokracie, vyplyvajice zo samotnej ustavy. Tym-
to bol ideologicky rdmec jasne stanoveny. Zaroven to ako celok malo
prakticky rozmer — priprava na ob¢iansky Zivot cez nadobudnutie vse-
obecnych a spravne usporiadanych vedomosti a rozumovych schop-
nosti. V suhrne teda vidiet tri rozmery — priprava na dalsie vzdeldva-
nie, priprava na kazdodenny Zivot v spolo¢nosti, ochota zdokonalovat
seba samého. ,Zactvo nabyvd poulent o ilasti viastniho ndroda na vyvoji
lidské vzdélanosti a o jeho iikolech v kulturnim a hospoddrském snazZent...“
(tamZe, 1932, s. 4). Uvedené formuldcie by v dnesnej podobe predsta-
vovali rdmce pre stanovenie Zelaného profilu absolventa.
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V metodickej rovine bola konstatovana potreba odklonit sa od
didaktického materializmu, veduceho k samouddelnému poznaniu
ak mnozstvu vedomosti, av§ak pri zanedbani ich r6znorodosti. Z kon-
textu bolo mozné vytusit apel na prepdjanie vedomosti, presne vduchu
konceptu ¢innej $koly, vyzadujicej inovativny pristup. Organizacia
prdace sivyzadovala, aby sa rovnaké u¢ivo nepreberalo naraz v réznych
predmetoch a znovu (opakovane) po jednotlivych roénikoch. Naopak,
do popredia sa dostala iniciativa veduica k rozvoju schopnosti ziakov
kombinovat poznatky a aplikovat ich ak treba aj v inych predmetoch
nez tych, ku ktorym podla osnov patrili. Tak prislo k poZiadavke na
zosuladenie uéebnych predmetov do ucelnych vztahov, ¢o sa odrazilo
aj na ONaV, z ktorej sa stal centrdlny vychovny princip, ktorym bola
ovplyvnend celd $kola (porovnaj tamze, 1932, s. 5).

3.6.2 Konkretizdcia osnov s ohladom na ONaV (hodinova dotdcia,
ciele, metodické pristupy, Struktdra a rozpis uéiva)

Hodinovd dotdcia predmetu ONaV bola v mestianskych skoldch nizsia
ako v $koldch obecnych (ludovych). Ustdlila sa na drovni jednej vyu-
Covacej hodiny tyzdenne v kazdom z troch roénikov (pozri Normdélni
udebni osnovy..., 1932, s. 6). Rdmcové osnovy obsahovali iba jednodu-
ché zdokumentovanie ciela, bez rozdelenia na vzdeldvaciu a vychovnu
Cast, preto je ich oznacenie viac ako vystizné. Medzi elementdrne oca-
kdvania obligdtne patrilo: formovat charakter, vychovavatk spoluzitiu
v spolo¢nosti ak pochopeniu ako funguje $titna sprava, zdmerné vede-
nie Ziakov k demokratickej orientécii a oddanosti vodi $tdtu (potvrde-
nie poZiadavky obsiahnutej v prvom komentéri k osnovdm), vedenie
k solidarite a ludskosti (zjavné etické aspekty). Ndstroje na dosiahnu-
tie cielov boli napr.: aktivne vyufovanie, sustavné rozvijanie dobrych
zvyklosti, vychovné diskusie medzi ulitelmi a Ziakmi a pod. V podsta-
te je v tom zahrnuté metodické smerovanie az na to, Ze nie je v samo-
statnej podobe zaradené pred u¢ebny obsah, ale je pri¢lenené k cielom.
Napriek tomu, pre praktickd uchopitelnost kurikula ddva vacési zmy-
sel pristup, ked ciele jednoznaéne nadvizuju na obsahovy a vykono-
vy $tandard, resp. na predpisané uéivo. To sa v tomto pripade javi byt
nanajvys vrovine naznacenia. Pozndmky k osnovdm vSak vysvetlovali
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aspori to, ¢o sa mysli pod vychovnymi tyzdnami — uditelsky zbor sa
mohol priklonit k idei alebo mravnej zdsade, ktoru pedagdgovia spo-
lo¢ne uznali za tak délezitd, Ze sa ju snazili krdtkodobo, ale o to inten-
zivnejsie vitepit Ziakom pocas jedného tyzdila (porovnaj tamze, 1932,
s. 16). Ku kazdej triede, &fm sa mysl{ roénik, patrilo len zopdr heslovi-
te zaznamenanych tematickych okruhov. Pri odhade, Ze sa dalo odu-
¢it max. 30 vyucovacich hodin pocasjedného k. roka, to v§ak nie je az
tak prekvapujuce. Kazdopddne, ulitelia museli zapojit vlastnu Sikov-
nost a témy (uéivd) si doplnit a nakombinovat tak, aby bola vyucba ¢o
najprirodzenejsia pre konkrétnu skupinu zZiakov. Prvy ro¢nik odkazo-
val na témy ako rodina (prdva a povinnosti jej ¢lenov), praca (zékon-
né ochrana préce), vzdelanie a samovzdelanie, obdianske cnosti, sta-
rostlivost o zdravie (abstinenéné hnutie, vhodné vyuzivanie volného
¢asu). AZna detaily sa opakovali rovnaké okruhy — prevazne vychovne
orientované, aké boli zahrnuté uz na drovni niz$ieho vzdeldvania, pri-
¢om v8ak nemozno ignorovat skuto¢nost, Ze presne vystihuju to, o ¢om
sa autori zmienili pri vS§eobecnom popise ucelu kurikula. Druhy roc-
nik zaznamendval odkazy napr. na domovské prdvo, na snahy o upra-
vu a skraslenie obce, upriamoval pozornost na dane a prirdzky, osve-
tové aludovychovné podniky, socidlne zariadenia atd. Evidentne je tu
o nieco viac v popredi ziskavanie teoretickych poznatkov, pri¢om ale
neabsentuje ani vychovny raz, nakolko sa v texte objavili aj obsahy
typu: svedomie, pravda a loz, previnenie a trest. Aby bolo zrejmé, ako
bolo udivo na niekolkych riadkoch formulované zoznamovym $tylom,
je namieste uviest presny priklad z tretieho ro¢nika: , Stdt. Stdt a ndrod.
Zdkladni poulent o istavé, o stdtnich (verejmyjch fadech), o stdtnim hos-
poddrstvi. Ukoly moderniho stdtu. Zdkladni predpisy verejného zdravotnictvi.
Socidlni péle. Kulturni spoleCenstvi ndrodii. Svaz ndrodii (prdvni spolelen-
stvi stdtii). Vilka a mir. Obrana stdtu.“ (tamze, 1932, s. 15) Jednoduché
vety, vychovného aj vzdeldvacieho zamerania, pri¢om najviac zaujme
udivo o ulohdch moderného $tdtu a uebny obsah, ktory deklaruje vte-
dajsiu snahu zachrénit svetovy mier vdaka existencii institucie, kto-
rd to mala v popise svojej ¢innosti (predchodkyria OSN). Nemalo by
zmysel ignorovat politicku realitu, a preto museli osnovy reflektovat
aj na politické dianie a zmienit potrebu obrany $tdtu. V analyzovanom
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dokumente to e$te nevyznieva nijako radikdlne, no postupom ¢asu sa
to dostalo do stavu akutnej potreby, ked $tat Celil zaniku.

Zostava eSte vysvetlit situdciu ohladom jednoro¢nych uéebnych
kurzov. Vich pripade sa ONaV vyudovala jednu hodinu tyzdenne (pozri
Norm4lni uéebné osnovy...,1932, s. 30). Co sa tyka predpisaného obsa-
hu, ten sa vztahoval iba na ¢iastkovi informdciu v zmysle potreby nad-
vézovat na uz osvojené u¢ivo mestianskej $koly a prehlbovat ho hlavne
cez rozumové zdovodriovanie, t. z. cez vysvetlovanie vyvoja a pri¢in-
nych suvislosti napr. pri téme o $tatnych a ob¢ianskych zriadeniach.
Neslo teda vyluéne o opakovanie a sumarizdciu uciva — prejavil sa vys-
$1 ucel. Okrem toho sa do obsahu dostali aj témy ako: politické stra-
ny, vyvoj préace, sukromné a kolektivne podnikanie (druzstevnictvo),
cld a poplatky, medzindrodné postavenie §tdtu (porovnaj tamze, 1932,
s.33). Skutodne to moZno vnimat ako nadstavbu k poslednému klasic-
kému roéniku mestianskej $koly, ktord mala potencidl pripravit ziakov
na dalsie vy$sie vzdeldvanie.

3.6.3 Definitivne normalne ucebné osnovy pre ludové skoly

(ideové vychodiskd, organizdcia vzdeldvacich stupriov a obsahové
vymedzenie osnov)

Definitivne normalne uéebné osnovy pre ludové $koly boli na zdklade
vynosu MSaNO ¢&. 67.311/33-1. zo dfia 10. juila 1933 platné aZ od $k. roku
1934/1935. Objavili sa aj ako samostatny tlaleny dokument, pri¢om
p6vodne boli publikované vo vestniku MSaNO (roé. 15, zogit 7). Jedno-
duchy prepocet dosvedcluje, Ze od predstavenia prvotnych ,doc¢asnych®
ucebnych osnov ubehlo celych 11 rokov. Bol teda najvyssi ¢as dotvorit
a zverejnit definitivny kurikuldrny dokument. Tak ako pri mestian-
skych $koldch, jeden k. rok 1933/1934 sa bral ako adaptaény na nové
pomery. Na tvorbe osnov sa podielalo uditelstvo, $kolski in§pektori aj
pedagogické oddelenie ndrodnych $§kél v rdmci MSaNO. Vdaka tomu
sa kone¢ne podarilo dosiahnut vytvorenie jednotného vyucovacieho
avychovného zdkladu pre celd republikuy, pre vSetky r6znorodé ndrod-
né $koly, pre vSetky mensiny. Netreba zabudat, a Josef Keprta to vo svo-
jej vysvetlujucej priru¢ke k osnovdm pripominal, Ze ,,...v Ceskoslovenské
republice Ziji prislusnici nékolika ndrodii, a proto je nutno upraviti ndrodni
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vychovu prislusnik téchto riiznych ndrodu v obecnych skoldch tak, aby
bylave shodé s vychovou stdtné oblanskou, spolecnou vsem a jednotnou pro
vSechny bez rozdilu jazyka a ndrodnosti“ (Keprta, 1938, s. 6). Dané tvrde-
nie bolo opodstatnené. Vtedajsia politickd situdcia uréovala nevyhnut-
nost reflektovat na potreby mensin, no popri tom sa snazit udrzat stat-
nu celistvost, ¢o sa v§ak nakoniec nepodarilo. Takymto spdsobom sa
do textu dostal $tdtny zdmer s ideologickym podfarbenim. Takze, na
jednej strane sa ukazovalo ako nadalej zZiaduce dotvorit osnovy podla
istych oblastnych $pecifik (aj ndrodnostnych), prispdsobit ich miest-
nej situdcii a potrebdm. Na druhej strane, rozhodne neslo o prvoplé-
novy a jednosmerny proces — vSetko muselo byt aplikované v prime-
ranej miere, aby neprislo k prekroéeniu pripustnej hranice a poruseniu
stanovenej zdkladnej ideovej linie pre celé $tdtne $kolstvo (porovnaj
tamZe, 1938, s. 7—8). Pod touto liniou sa neskryvalo ni¢ iné ako zdujem
nasledovat, resp. miestami viac alebo menej zretelne nendsilne prefe-
rovat Ceskoslovenské vnimanie reality spolocenskej, kulturnej, politic-
kej ($tdtoprdvnej), odkazujice na humanisticky pristup blizky filozo-
fii T. G. Masaryka, prvého prezidenta CSR (1918-1935). Muselo to tak
byt — §tét potreboval preZit a ONaV mala byt jeho predizenou rukou.

Osnovy stanovovali podmienky efektivnej vychovy a sustavného
ucelného vzdeldvania pre nadobudnutie zdkladného vzdelania, ktoré
ziakovi umozni prechod na vy$siu §kolu, alebo ho v zékladnych rysoch
pripravi na prakticky Zivot v spolo¢nosti. V platnosti zostali poziadav-
ky uz obsiahnuté v predchadzajicich komentdroch. Predovsetkym ide
o ramcové vymedzenie udiva, vyzadujuce jeho doplnenie zo strany
pedagdégov arozdelenie na mensie Casti; zarover sa dbalo na dodrzanie
fundamentédlnej jednoty vo vyucbe prinajmensom na drovni Skolské-
ho okresu (porovnaj Definitivni norm4lni uéebné osnovy..., 1938, s. 6).
Ani ideova zdkladna sa neodliSovala od toho, ¢o preferovali osnovy
pre mestianske $koly (kultdira, mravnost, solidarita a ludskost, ndrod-
né hrdost, oddanost §tdtu). V popred{ sa udrzala téza o ¢innej $kole,
v ktorej mali ziaci mali vlastnou aktivitou ziskavat trvalé a prakticky
uplatnitelné vedomosti a schopnosti. Metodickou oporou pre zvole-
ny pristup mali byt icelne pripravené vychddzky. Okrem toho klddlo
analyzované historické kurikulum déraz na vyznam préce pre rozvoj
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osobnosti, ndroda a fudstva. Celkom prekvapivo bol v texte zastipe-
ny aj princip individuédlneho pristupu k Ziakovi, z ktorého mozno vytu-
$it signdly blizke inkluzivnemu pristupu — snaha dostat z potencidlu
kazdého ziaka maximum mozného s ohladom na jeho zdujmy, potre-
by, limity a schopnosti. O implementéciu trendov, ktoré dnes pova-
Zujeme za pedagogicky moderné, teda nebola nudza. Nakoniec sa to
odzrkadlilo aj v pristupe k hodnoteniu vedomosti a celkového prog-
resu Ziaka — klasifikdcia nemala stdt len na overeni vedomosti, ale tiez
na tom, ako dokdze uvazovat, vyjadrovat myslienky a riesit problémy,
ktoré sa pred nim objavia. Z dokumentu je citit podporu pre vnima-
nie suvislosti, vztahov medzi predmetmi, pre flexibilné vyuzitie vedo-
most{zjedného predmetu aj vinom/inych. Popri tomto v§etkom ONaV
zotrvala na pozicii nadpredmetového didaktického principu, vzorové-
ho pre celu $kolu a zabezpecujiceho spolo¢ny vychovny ciel pre celé
vyulovanie (porovnaj tamze, 1938, s. 7-9).

Jednotlivé vzdeldvacie stupne fungovali nasledujicim spésobom.
Na niz$om bola stredobodom vSetkého prvouka, na ktord vychovne
nadvizovala okrem inych predmetov aj ONaV, ale bez toho, aby mala
v tychto ro¢nikoch samostatné osnovy. Dokonca sa to prepdjalo so sta-
noviskom, Ze tento princip médze viest az k uplnému zjednoteniu pred-
metov a vyucovania pocas prvého roka Skolskej dochddzky — uceb-
n4 ldtka sa tak nemusela delit po predmetoch s presne vymedzenymi
vyucovacimi hodinami (volny rozvrh). Musel v§ak byt dodrzany vyty-
Ceny celkovy vyucovaci ¢as na obdobie 1 az 2 tyzdnov a na konci roka
museli byt splnené ciele stanovené pre jednotlivé predmety, takze je
v tom citit istu polovicatost pristupu. V modernych kurikuldch nach3é-
dza podobne nastaveny integrovany pristup znaénud odozvu (porovnaj
Stdtny vzdeldvaci program pre zékladné vzdeldvanie, 2023, s. 9). Pokial
ide o stredny vzdeldvaci stuper, ten mal v centre pozornosti vychov-
ne posobiaci predmet vlastiveda, prepojeny v ndukovej ¢asti s ONaV,
ktord uz disponovala samostatnym postavenim. Treti a najvyssi stu-
peti preferoval vecné nduky (medzi ne patril napr. dejepis a zemepis)
spolo¢ne s ONaV, ktord akoby zozbierala vecné poznatky jednotlivych
predmetov a vybudovala z nich zéklad pre utvorenie si svetondzoru. Na
tejto urovni sa preslo k vymedzeniu predmetov na vedeckom zdklade.
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Platilo, Ze v dvoch z troch stupriov bol vychovno-ndukovy obciansky
predmet priamo zmieneny uz pri vSeobecnych pokynoch k osnovdm,
¢onemozno pokladat za ni¢ iné ako za potvrdenie jeho klucovej pozicie.
Dokumentuje to aj vyjadrenie viackrdt spomenutého odbornika Jozefa
Keprtu, ktory napisal, Ze ONaV ,,...md byti jednoticim prvkem a ideovym
vyvrcholenim veskerého vyucovdni a vyichovy... Md tedy vychovné momenty
ze vSech predméti podle vychovnyich zdsad zpracovdvati, mravné hodnotiti
a tvofiti z nich ideovou synthesu, v niz podiadné iikoly a iikolecky jednot-
livyich ulebnich predmétii se spojuji v harmonicky celek... (Keprta, Defini-
tivni uéebné osnovy... ,Osnovy a praxe®, 1938, s. 26).

Ku skompletizovaniu problematiky chyba este vyjadrenie krozcle-
neniu vzdeldvacieho obsahu pre ludové $koly od roku 1934. Postupny
ro¢nik naznacoval organiza¢né zaradenie Ziactva do tried a oddeleni.
Skolskym rokom sa rozumel rok $kolskej dochddzky. Rozdelenie Ziac-
tva do tried a oddeleni sa orientovalo podla vzdelavacich stupriov. Naj-
nizs§i zastre$oval prvy a druhy postupny roénik, stredny stuperi zastre-
Soval obycajne treti, $tvrty a piaty postupny roénik, a napokon vyss{
stupen bol spravidla spojeny so $iestym azZ 6smym postupnym ro¢ni-
kom. Zdsadné je, Ze nech bola $kola organizovand do akéhokolvek po¢-
tu tried (1 aZ 8), oddeleni (platilo pre $koly jednotriedne a7 pattried-
ne) alebo postupnych roénikov (sedemtriedna $kola zahfiiala napr.
v siedmej triede siedmy aj 6smy postupny ro¢nik), poéet povinnych
hodin ONaV bol stabilny — pri zjednodusenom vyjadreni platilo, Ze
vzdy i$lo o jednu hodinu tyZzdenne poénuc tretim postupnym rocni-
kom bez ohladu na to, pod ktoré oddelenie alebo triedu v konkrétne;j
S$kole spadala (porovnaj Ktivdnek, 1938, tabulky). Deklarovany vyz-
nam predmetu zostal zachovany, ale pravdou je, Ze osnovy z 20-tych
rokov 20. stor. uvddzali dvojhodinovu tyZzdennu dotdciu. V suvislos-
ti s flou je eSte nevyhnutné dodat, Ze sice bol stanoveny presny pocet
vyucovacich hodin predmetov na tyZzderi, no automaticky to nezna-
menalo povinnost vyucovat 45 minut. Povolend bola dprava na pol-
hodiny, celé hodiny alebo dokonca vicsie ¢asové useky — dalsi dokaz
o znacnej kurikuldrnej a organizaénej volnosti. Rozhodnutie zaviselo
od skusenosti a postojov ¢lenov ulitelskych zborov (porovnaj Kfivé-
nek, Definitivni normdln{ uéebné osnovy..., 1938, s. 10-11).
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Organizdcia udiva sa sustredila okrem delenia podla klasickych
postupnych ro¢nikov aj na tzv. ro¢né behy (a, b, ¢), do ktorych sa roz-
delovalo uéivo jednotlivych predmetov, i ked nie vSetkych. Vo vacsi-
ne pripadov za¢inala vyucéba jednotne a logicky od behu a. Tieto kvdzi
ulivové cykly sa tykali malotriednych $kdl. Obdianska nduka a vycho-
va sa v nich vyuéovala vyluéne v roénych behoch. ,U¢ivo vSech béhii jed-
noho oddéleninebo t¥idy md se icelové dopliiovati a tvoriti souladny a zaok-
rouhleny celek. Kazdy béh md byti srozumitelny pro Zdky nové vstupujici do
oddéleni nebo tridy zpravidla i bez znalosti uciva probiraného v diivéjsich
bezich. Spoletné zdkladni poznatky, o které se opird ucivo vSech béhii, maji
se kaZdym rokem znova probirati“ (Zékony $kolské...,1933,s.1564). Samo-
statné vymedzenie uciva pre behy malo svoj vyznam aj kvdli tomu, Ze
pomghalo uditelom urobit si predstavu o potrebnej redukcii bez toho,
aby vynechali najdolezitejSie obsahy.

Zikladna definicia ciela, zjednoteného vychovno-vzdeldvacieho,
ostala nemennd. Obsah udiva bol spracovany obdobne ako byvalo
zvykom aj predtym, t. z. cez heslovité odkazy v podobe kratkych viet
reprezentujucich to, ¢o sa Ziaci museli naudit. V. dokumente je zlozité
samostatne rozlisit, ¢o je myslené ako tematicky celok a ¢o ako knemu
prislachajuce ucivo. Vyplyva z toho, Ze takéto delenie si uz mali urobit
samotni uditelia — systematizdcia a $trukturalizdcia uéiva podla $ko-
ly v ktorej udili. Na zdklade predchddzajiceho vysvetlenia $pecifika-
cif obecného (ludového) $kolstva sa to ani inak robit nedalo. Napriek
tomu je zdvazné ucivo azda az privelmi zostru¢nené a pri porovna-
nf so suéasnym $tandardom vyznieva prili§ vSeobecne (aZ na vynim-
ky), aj ked treba re$pektovat, Ze vtedaj$i ulitelia v iom mohli predsa
len vidiet isty kvalitativny posun oproti nastaveniu do¢asnych osnov.
Mohli spracovanie vnimat ako istd konkretizdciu predchddzajicich
poziadaviek s dopracovanymi aktualitami v duchu nastolenych prio-
rit v oblasti $kolstva, no k preciznym vykonovym a obsahovym Stan-
dardom musela prejst eSte dlh4 cesta.

Prvy a druhy ro¢nik vyrieSila pozndmbka, Ze vychovnd a vyucova-
cia latka je pritomnd v predmete prvouka. Zaujimavejsie je preto roz-
vinutie ob¢iansko-vychovnej koncepcie od tretieho roénika. Signifi-
kantné sa zdaju byt obsahy typu: vzdjomnd pomoc medzi ludmi, dieta
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vo vztahu k prirode, prebddzanie l4sky k ndrodu a k vlasti (k tomu pri-
slichali dalsie tematické doplnenia). V jednotriednych a dvojtriednych
$koldch muselo byt aj toto u¢ebné minimum z éasovych dévodov v pri-
meranej miere redukované. Stvrty roénik obsahoval oproti pdvodné-
mu vydaniu osnov novinky ako napr.: predkovia a ucta k nim; druhy
§kol v domédcom kraji; dobrd kniha (na &itanie sa vo v§eobecnosti kl4-
dolvelky déraz — samovzdeldvanie, sebarozvoj); kto spravuje obec; sta-
rostlivost o telesné a dusevné zdravie (hry, pobytv prirode, striedmost—
v tomto ojedinelom pripade bolo aspon nejako opisané, ako k téme
pristdpit); odstrariovanie povier a zlozvykov atd. Piaty roénik oznadil
rodinu za zdklad spolocnosti, spomenul kniZnice, Citdrne a vzdeldva-
cie spolky, znaky CSR, ndrodnostni znd3anlivost, nemocnice, $porty,
telovychovné organizdcie atd. Takto sa dd v skratke vystihnut posun
v preferovani konkrétnych uciv, ktoré posobili omnoho priamodiarej-
$ie ako emdciami podfarbené poziadavky z prvotnych osnov. Skoda len,
ze neboli viac $pecifikované. Komentdr k $iestemu roéniku bol obo-
hateny o poucenie, Ze sa k nemu vztahuje beh ,a“ na jednotriednych
az Sesttriednych Skoldch. Z obsahu mozno vybrat: prava a povinnos-
ti ¢lenov rodiny, zédkonnd ochrana préce, zdkladné predpisy verejného
zdravotnictva, abstinen¢né hnutie atd. Potvrdzuje sa tym skutocnost,
Ze aj ked sa niektoré obsahy opakovali prakticky vo vSetkych verzidch
osnov, pomerne dost ich pres§lo upravou v podobe doplnenia alebo pre-
formulovania. Iné obsahy boli do vyucby zaradené ako novinky. Sied-
my postupny roénik (beh ,a“ na jedno az $esttriednych $koldch a beh
,b“ na sedemtriednych $koldch) odkazoval napr. na: zéklady volebné-
ho poriadku; okresnu a §tdtnu spravu; osvetové a ludovychovné podni-
ky; zékladné predpisy socidlnej starostlivosti; priklady velkych muzov
azien (dokazjednej z pravidelne sa opakujicich tém); trestné ¢iny, ktoré
sa vyskytuju najcastejsie; demokraciu, diktaturu, monarchiu, republiku
(d4 sa predpokladat, Ze malo ist o ich porovnanie a vyvodenie dosled-
kov—jedna z noviniek v osnovéch). K dispozicii boli aj dal$ie obsahové
poziadavky, no v pomerne malom pocte, o md zjavny suvis s najnizsou
pripustnou hodinovou dotéciou. Posledny ro¢nik, dsmy v poradi (beh
,C“najedno az Sesttriednych $koldch a beh ,b“ v sedemtriednych $ko-
l4ch), prehlboval témy so §tdtoprdvnym zameranim: poulenie o dstave,
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pojem politickej strany, dorast Ceskoslovenského Cerveného kriza, kul-
turne spoloCenstvo ndarodov, zviz ndrodov, vojna a mier, obrana $tatu,
poucenie o ndsledkoch trestnych ¢inov atd. (Normdlni uéebné osnovy
pro obecné [ludové] skoly, 1933, s. 18). Konzistentnost uéiva nie je zda-
leka na takej urovni ako sme zvyknuti dnes napr. pri pohlade na nova

koncepciu kurikula obdianskej nduky (pozrinapr. Vzdeldvacie Standar-
dy, Clovek a spolo¢nost, 2023, s. 40—44), av§ak predsa je aj v starSom

dokumente vidiet istd nadviznost medzi roénikmi ¢o sa tyka grado-
vania ndro¢nosti, ako aj stdle via¢si déraz na politické témy a vzdeldva-
cie prvky popri sice pritomnych, no trochu ustupujucich vychovnych

apeloch. Nizka konzistentnost je tak v kone¢nom désledku relativna,
tak trochu zdanliva, lebo Struktira takmer vzdy spdja v jednom odse-
ku aspori ako-tak suvisiace pojmy, hoci nemozno hovorit o ucelenom

tematickom okruhu, pri¢om takéto vymedzenie by bolo prospes$né. Pri-
klad z behu ,,a“: ,,Pozndvdni spolecenského ziizeni a spoleCenského styku

(ves, mésto; pojem obecni, okresni a zemské sprdvy; obecni a verejny majetek,
bezpecnost v obci; lidumild ziizend; pojem republikdnského ziizeni“ (Nor-
malni uéebné osnovy..., 1933, s. 19). Uplne na zdver, v rdmci doplnko-
vych pozndmok k osnovdm, bolo este pridané poucenie o dbleZitosti

zapracovania ustavy do vyucby ako vychodiskovej uéebnej pomdocky pre

vy$$i stuper, ako aj poudenie o moznostiach uplatnenia sa v zamest-
nanf (tamze, 1933, s. 19).

Rémcové osnovy sa po svojom vydani dockali poletnych ocakava-
nych uprav, resp. detailnych dotvoreni na urovni podrobnych ué¢ebnych
osnov pre jednotlivé ludové skoly v rdmci istej lokality. Tieto doku-
menty museli byt schvédlené skolskymi in§pektormi. Znamend to, Ze
boli prispésobené aj pre potreby slovenskych §kdl a konkrétnych regid-
nov. Ich analyza je hodnd spracovania dalSej samostatnej $tddie, kto-
ra by sa zaoberala aj inymi doplnkovymi materidlmi podmieriujicimi
vyucbu pocas 1. CSR — podklady, ktoré vznikli mimo centrdlnej inicia-
tivy v rdmci MSaNO — napr. uéebnice a metodické prirucky.

Zaver
Podas priblizne 20-roénej existencie 1. CSR si ob¢ianska nduka pre-
$la svojim zaujimavym vyvojom, ¢o bolo preukdzané v jednotlivych
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kapitoldch. Jej hodinova dotdcia sa menila smerom od povinnych
2 vyucovacich hodin tyZdenne pocas prvého desatrocia k postupné-
mu okresaniu na drover jednej hodiny, ¢o plati aj v sucasnosti, lenze
s tym rozdielom, Ze podla aktudlneho SVP, resp. jeho ¢asti RUP, patri
az k druhému stupniu vzdeldvania, pricom prvorepublikovy koncept
s flou podital najprv hned od prvého ro¢nika, a potom asporii od tretie-
ho. Nastastie sa v poslednom obdobi ¢rtd ndvrat k ucelenému obdéian-
skemu formovaniu Ziakov napriec celou zdkladnou $kolou a vSetkymi
stuptiami (cyklami) vzdeldvania — tak ako kedysi. Spoc¢iatku mal teda
predmet svoju pevnu poziciu a vlastné osnovy od najniz$ieho stupna,
ktory sa vyznacoval charakterovou vychovou a rozvijanim mordlnych
a obdianskych cnosti, no v neskor§om obdobi, po zavedeni prvouky
(av8ak obohatenej o vychovnu zlozku), bol organizaéne prideleny do
stredného a najvyssieho stupna, v ktorych si sice zachoval vychovnu
zékladtiu, no grada¢ne ju stdle viac doplfial o &isto vedomostné, fakto-
grafické poznatky. Pre posledné ro¢niky obecnych §kél, ako aj pre mes-
tianske Skoly, uZ bola vedomostnd strdnka dominantnd. Inak sa neda-
lo — bolo nutné pripravit pre demokraticku spoloénost prospesnych
obcéanov oddanych republike, vedomych si svojich prdv a povinnos-
ti, reSpektujucich vSetky ndrodnostné mensiny v $tdte, no popri tom
oddanych idei ¢echoslovakizmu a odhodlanych brénit $tdt v pripade
ohrozenia. V tom sa prejavoval ideologicky presah $tdtnej doktriny do
edukdcie mlddeze, ale udrzal sa v akceptovatelnej miere. Rozhodne ho
nemozno pokladat za Skodlivy, vynuteny ¢i dokonca propagandistic-
ky nastaveny. Spociatku bol celkom nebadany, neskér predsa o nieco
vyraznej$i. KoreSponduje to s historickym vyvojom —logicky zd6vodni-
telny déraz na nacionalny prvok bol viac citelny smerom k hroziacemu
rozkladu Ceskoslovenskej spolo¢nosti a republiky ako takej. VZdy pla-
tilo a pravdepodobne aj platit bude, Ze kurikulum podmieriuju dobo-
vé redlie, aktudlny stav politiky a spolo¢nosti, akutne problémy, kto-
rym treba venovat pozornost.

Koncepcia kurikuldrnych dokumentov, ktoré zastreSovali poky-
ny nielen pre ONaV, pozostdvala Standardne z tychto Casti: legis-
lativne ukotvenie konkrétneho dokumentu; pomenovane dévodov
pre jeho vznik; opis psychologickych a kognitivnych aspektov ziakov
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v jednotlivych fdzach $kolskej dochddzky; metodické rady; opis orga-
nizacie vychovy a vzdeldvania; sumarizovanie poznatkovej a vychov-
nej zdkladne predmetu v rdmci vSeobecnej informacnej ¢asti. AZ potom
nasledovali samotné uéebné osnovy, ktoré upriamovali pozornost na
nosny ciel vyulby a na rozpis uciva. Niekedy boli ich suéastou aj dopln-
kové poznamky a detailnejsie metodické odporuéania. Rozdelenie udi-
va spociatku nadvizovalo len na vzdeldvaci stuper, ale v neskor§om
obdobi uz bolo priradené k jednotlivym roénikom. Signifikantnym
didaktickym pristupom bol postup od blizkeho k vzdialenému, od naj-
blizsieho okolia k poznaniu $tdtu a sveta.

Pre vzdeldvaci obsah na obdianskych (mestianskych) $koldch na
jednej strane platilo, Ze pri zachovani dvojhodinovej tyZdennej dota-
cie, neskdr zniZenej na nevyhnutné minimum - jednu hodinu, odka-
zoval na prinajmensom podobné tematické okruhy ako vyssi stupen
obecnej $koly, ¢iZe aj na priblizne rovnaké ucivo, ale na druhej stra-
ne sa vyznacoval zvySenou droviiou ndro¢nosti. Uéebn4 ldtka bola
vymedzend cez samostatné zadelenie tematik pre kazdy okruh kon-
krétne do prvého, druhého a tretieho ro¢nika, resp. triedy. Popri tom
platilo, Ze aj ked sa niektoré obsahy opakovali prakticky vo vSetkych
verzidch osnov, pomerne dost ich preslo v rokoch 1930-1933 upravou
v podobe doplnenia, preformulovania, Specifikovania. Iné obsahy boli
do vyuéby zaradené ako novinky. Pre vzdeldvaci a vychovny obsah na
obecnej (ludovej) $kole pre zmenu platilo, Ze niZ${ stupeti sa opieral
o domov arodinu, stredny inklinoval k vychove ndrodnej a $tdtnej, naj-
vy$8i k vychove humanitnej — obzvldst prave cez ONaV.

Medzi prvky, ktoré sirozhodne zasluhuju pozornost a sd vlastné aj
suc¢asnym kurikuldrnym materidlom, mozno zaradit: progresivny pri-
stup k hodnoteniu Ziakov; ndznaky inkluzivneho pristupu; snahu uplat-
novat medzipredmetové prepojenia; prispdsobenie udiva veku ziakov,
ich potrebdm, a to na zdklade prirodzenych zdkonitosti a zohladne-
nia vyvojovych $pecifik; zavddzanie principov ¢innej (aktivnej) skoly;
podporu pozitivneho vztahu k spolocenskym a komplexne mordlnym
hodnotdm; nabddanie k svedomitej prici a vzdeldvaniu, ako aj k uve-
domelému, no neradikdlnemu ponatiu ob¢ianstva. Ako in$pirativne
mozno hodnotit aj poletné metodické ndpady. Vynechat nemozno
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ani prvotné ndznaky integracie predmetov, i ked tdto problematika
je dodnes predmetom polemik a odbornej diskusie. Na druhej strane,
zaiste nie vSetko mozno pokladat za pozitivne. Prvotné osnovy ONaV
sa napr. vyznacovali expresivnymi formuldciami, ¢o sa prili§ neho-
di k oficidlnemu $tdtnemu dokumentu. VSeobecné pokyny, popisuju-
ce funkciu predmetu a jeho miesto vo vychovno-vzdeldvacej sustave
zvykli byt dlhé, pricom v8ak do kontextu vpisané edukaéné a afektiv-
ne zdmery vicsinou neboli priamo samostatne vyclenené, t. z. rozde-
lené na vychovné a vzdeldvacie ciele. Absentovalo ich podrobnejsie
zapracovanie do ¢asti dokumentu vyhradenej na rozpis udiva. Miesta-
mivyznelo nejednoznacne ajradenie uciva do vyssich tematickych cel-
kov, i ked sa s tymto terminom doslovne nepracovalo. Celkova kon-
zistentnost poziadaviek obc¢as trpela na to, Ze za sebou nasledovali az
prilis r6znorodé obsahy. To je vSak ¢iastocne podmienené skuto¢nos-
tou, Ze predmet ako taky, rovnako ako dnes, zapracovdval variabilné
informdcie z mnohych vednych odborov vritane socioldgie, psycho-
1égie, vo vyssich ro¢nikoch aj ekondmie ¢i politoldgie, pri¢om v posu-
dzovanom obdobi k tomu patrili aj poZiadavky, ktoré su dnes vlastné
samostatnym predmetom v rdmci primdrneho vzdeldvania — hlavne
prvouke (priroda ajej ochrana), vlastivede (napr. kazdodenny praktic-
ky Zivot v obci, elementédrny prehlad o vlasti) a etickej vychove (vzoro-
vé vychovnd platforma, ktorou sa mala riadit celd $kola). Isté je, ze kva-
lita formuldcii poZiadaviek sa lisila, pricom neraz iSlo iba o heslovité
odkazy, Co predstavuje opacny extrém ako kvetnaté, vychovne orien-
tované frdzy. Prili$ velkd kritika ale nie je na mieste. Treba zobrat do
uvahy ramcovost osnov a tym padom uz vtedajsi predobraz terajsieho
dvojuroviiového modelu kurikula. Prirodzene plati, Ze za uplynulych
100 rokov zaznamenalo dlhy vyvoj veduci k modernej podobe, ktord
je v porovnani s prvorepublikovou koncepciou viac precizna a Specifi-
kovand, presnejsie Struktirovand, priamodiarejsie sprostredkuvajuca
pokyny cez prepojenie nosnych cielov na vykonové a obsahové $tan-
dardy —tak ako je to zrejmé z novej verzie slovenského kurikula (2023).

Celkovo poskytovalo historické kurikulum ONaV, najmi po roku
1933, solidny zdklad pre vyucbu pri zohladneni vSetkych sprievodnych
komplikdcii a postupnych dprav. Predmet sa stal nenahraditelnou
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sucastou rozvrhu a predovsetkym na najvy$Som stupni akoby zozbie-
ral vecné poznatky jednotlivych predmetov a vybudoval z nich zdklad
pre utvorenie si svetondzoru. Napokon je tu eSte posledné vyjadre-
nie. Mnohé suicasné problémy pri zostavovani, prijimani a $tylizova-
ni slovenského kurikula, ktoré nadalej podlieha modifikdcidm, maju,
ako vidno a ako sme sa snazili zdokumentovat, svoj hlbs{ historic-
ky zdklad, ktory, ako dufame, napomohol vysvetlit aj tento exkurz. Je
v celospoloCenskom zdujme, aby posilnenie kvality vychovnej aj vzde-
lavacej platformy stdlo na reflektovani, resp. zachovani kurikuldrne;j
tradicie v tych intencidch, ktoré su nadalej hodné nasledovania. Preto
je na mieste uskutoc¢nit podobnu sondu do dejin kurikula aj v pripade
dalsich historickych obdobi a z vyslednych zisteni prebrat to podstat-
né, ¢o v spojitosti s modernymi overenymi domdcimi i zahraniénymi
pristupmi vytvori pevny ramec pre buducnost edukdcie na Slovensku.
Rovnako by bolo mozné dalsie vedecké snazenie orientovat na analy-
zu uebnic obdianskej nduky a vychovy (prieniky s predpisanym $tét-
nym kurikulom), na redlny stav vyucby v konkrétnych $koldch (napr.
metodické pristupy), na spdsoby a priebeh odbornej pripravy pedagé-
gov na vyuc¢bu vtedy nového vyucovacieho predmetu, ako aj na zdoku-
mentovanie pokusov & tvah (ak nejaké boli) tykajicich sa adaptdcie
vSeobecne zdviznej kurikuldrnej zékladne nielen na pomery sloven-
ského $kolstva, ale aj na $pecifické poziadavky inych podetnych néro-
dov a ndrodnosti v CSR — najmi Nemcov a Madarov.”
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Abstract  Vocational Education and Tech-
nical Training of Girls in Slovakia from
1918 to 1945 (Through the Study of Girls
in Industrial Schools

The study focuses on researching the pos-
sibilities of education for women and girls at
technical schools in Slovakia from 1918 to 1945.
With the aim of equal representation of east-
ern, central and western Slovakia, materials
from three technical schools (KoSice, Banska
Stiavnica and Bratislava) were used in the
research, because the technical schools in
question existed throughout the period un-
der review. The article was prepared based on
school annual reports, statistical yearbooks,
archival materials, contemporary literature,
as well as professional literature related to
the subject under investigation. The conclu-
sions of the study provide summary findings
on the number of girls in schools in the indi-
vidual historical periods as well as an explan-

ation of the socio-political conditions influencing the girls’ education.
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1 Prispevokje sti¢astou rieSenia projektu VEGA & 2/0146/22 Psychologické kon§truk-
ty a kontextové rdmce determinujice zdmer dievéat a zien $tudovat odbory infor-
madnych a komunikaénych technoldgii.
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Uvod
Po vzniku prvej Ceskoslovenskej republiky (CSR) viedli nové spolo-
Censko-politické pomery k urychlenej potrebe premietnut zmeny do
jednotlivych oblasti spravy $tdtu, najma do vzdeldvacej sustavy, ¢im
nastali priaznivejSie okolnosti pre vzdeldvanie dievcat. V kontexte spo-
lo¢ensko-politickych zmien po roku 1918 bola prehodnocovana ,,zenska
otazka®. V désledku prezitého vojnového konfliktu sa zacalo diskuto-
vat o postaveni Zien a o ich vhodnom vzdeldvan{ a vychove. Predme-
tom diskusii o poslani Zeny boli napriklad dilemy: Zena—matka ver-
zus zamestnand Zena, starostlivd domdca gazdinka verzus samostatng
Zena a podobne. Predmetom diskusie tiez bolo, do akej miery ,,podpo-
rovat“ narastajuci polet absolventiek strednych i vysokych §kol (Kié-
kov4, 2016, s. 309).

Ndzory na potrebu vzdelania pre dievcatd a na vzdelané Zeny nebo-
li podas existencie prvej CSR jednotné. V porovnani s predchddzajicim
obdobim v$ak doslo k uréitym zmenédm. Nediskutovalo sa uz o tom, ¢
Zeny potrebuju vzdelanie. V medzivojnovom obdobi prebiehali debaty
suvisiace s typom a rozsahom vzdeldvania, ktoré mali dievéatd absol-
vovat v suvislosti s ich poslanim v spolo¢nosti. Kym na jednej strane sa
este stdle zdoraziiovala uloha Zeny v rodine a domdcnosti, na druhej
strane sa v Coraz vac¢Sej miere presadzovali tendencie, Ze dievéatd maju
byt pripravované na svoje buduce povolanie. Vzdelanie Zeny uz nebolo
povazované iba za jej ozdobu a vzdelanej Zene sa nepripisovala strata
Zenskosti, egoizmus ¢ilenivost, ako to bolo v 19. storodi. Vzdeland Zena
mala svoje vedomosti, zru¢nosti a skisenosti nadobudnuté stiudiom
vyuZit v prospech celej spolo¢nosti (Gallovd, 20223, s. 72—73). Stereo-
typné predstavy tykajice sa rodovej predurcenosti muzov a Zien pre-
lomila prvé svetovd vojna, v priebehu ktorej Zeny obsadzovali uvolne-
né pracovné pozicie po muzoch. Presvedcenie, Ze jedinou ulohou Zeny
v spolo¢nosti je byt dobrou manzelkou, matkou a gazdinou v domdc-
nosti, boli teda prekonané. Podobne to bolo aj v suvislosti s postojmi
k dievéenskému vzdeldvaniu & uZitoénosti vzdelanych Zien (Dudekovd,
2011, s. 110-111). ManZelstvo postupne prestdvalo byt jedinym spdso-
bom zaopatrenia zien a do popredia sa aj kv6li zhorSeniu ekonomickych
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podmienok dostdvalo ich $tidium a ndsledné zamestnanie. Rodicia sa
snazili pripravit svoje dcéry na vykon urcitého povolania, aby si v pri-
pade potreby dokdzali zabezpecit Zivobytie vlastnou pracou. Vyber
vhodnej $koly pre dievcatd bol v§ak nadalej ovplyviiovany dobovou
moralkou a niektorymi pretrvavajucimi stereotypnymi predstavami
o poslani Zeny v spolo¢nosti, a okrem toho i moznostami uplatnenia
na trhu prace po skonceni $tddia, ¢i finanénymi pomermi Ziacok a ich
rodin, kedZe kazdorocne bolo potrebné platit Skolné a dalsie poplatky
za z4pis, $kolské pomocky, stravu alebo ubytovanie.

Jednym z typov strednych $kol, ktoré sa otvarali v medzivojno-
vom obdobi, boli stredné odborné skoly. Ich cielom bolo pripravit Zia-
kov s odbornou kvalifikdciou, ktori sa uplatnia v priemysle, v obcho-
de a v ulitelskych povolaniach. Medzi §koly odborného smeru patrili:
hospodarske $koly, obchodné udilistia, priemyselné a odborné skoly
pre jednotlivé odvetvia priemyslu, odborné skoly pre Zenské povola-
nia a u¢tiovské skoly (Skolstvo na Slovensku, 1949, s. 31).

Zamerom prispevku nie je detailnd analyza problematiky, ale naért-
nutie najdolezitejsich faktov a suvislosti, ktoré moézu byt inSpirdciou
pre dalSie vyskumy. Takto dizajnovand $tudia ponikne komplexnejsi
pohlad na tému technického vzdeldvania Zien. Parcidlnym cielom pri-
spevku je skimanie moznosti vzdeldvania a zdujmu dievéat o Stidium
na priemyselnych §koldch na Slovensku v rokoch 1918-1945.> Dévodom
vyberu témy $tudia diev¢at na priemyselnych skoldch je predovsetkym
jej nedostato¢né spracovanie v slovenskej historiografii, nakolko sa
publikdcie o dievéenskom vzdeldvani venuju najmi $tudiu dievéat na
gymndzidch, ucitelskych ustavoch, alebo $koldch pre pérodné asistent-
ky, pripadne vzdeldvaniu na odbornych $koldch pre Zenské povolania.’

2 Zazaliatok skimaného obdobia bol vybrany vznik Ceskoslovenskej republiky z d6-
vodu odstrdnenia formdlnych bariér pre ziskanie adekvdtneho vzdelania a pristu-
pu k zamestnaniu pre dievéatd a Zeny. Obdobie CSR 1918-1938 a Slovenského §t4-
tu 1939-1945 boli vybrané pre efektivnejsiu kompardciu $tudia dievéat na pozadi
demokratického a autoritdrskeho rezimu.

3  Existuje mnoZstvo odbornej literatury venujucej sa problematike vzdeldvania diev-
Catv 20. storodi, avSak zdroje zamerané na Studium dievc¢at na priemyselnych sko-
lach po roku 1918 nie sd dostatolné (povicésine dostupné len vo forme spomienok,
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S cielom paritného zastipenia vychodného, stredného aj zdpad-
ného Slovenska boli vo vyskume podla dostupnych moznosti vyuzité
materidly troch priemyselnych $kél (KoSice, Banskd Stiavnica a Bra-
tislava), pretoze dané vzdeldvacie institdcie existovali pocas celého
skimaného obdobia. Relevantné informécie poskytuju fondy Stat-
neho archivu (SA) v KoSiciach (Stdtna priemyseln4 $kola v Ko§iciach
1872-1945), SA v Bratislave (Stdtna priemyselnd $kola — Fajnorovo
ndbreZie 1903/1904-1950/1953) a SA v Banskej Bystrici, pracovisko
Archiv Bansk4 Stiavnica (Strednd priemyseln4 §kola banicka a hutnicka
v B. Stiavnici, 1922-1984). Fondy $ké6l uloZené v SA v KoSiciach a v Bra-
tislave obsahujui predovSetkym hlavné kataldgy a iba zlomky spisové-
ho materidlu, fotografie a zbierku roéznych typov vysvedleni. Pri sku-
mani dejin slovenského $kolstva v medzivojnovom obdobi a obdobi po
vyhldseni Slovenského $tdtu® st viak cennym zdrojom informécif i fon-
dy Slovenského ndrodného archivu v Bratislave (Referdt Ministerstva
$kolstva a ndrodnej osvety [MSaNO] 19181938, Ministerstvo $kolstva
a ndrodnej osvety 1938-1945). Z dévodu zameranie prispevku na $td-
dium dievéat najednotlivych priemyselnych $koldch sme v$ak s mate-
ridlmi z tychto fondov nepracovali a sustredili sme sa na $tdtne archivy.

Nakolko vad§ina Statistickych udajov je spracovand v $kolskych
vyro¢nych spravach ulozenych v archivoch, boli informadcie tohto dru-
hu Cerpané predovsetkym z nich. Vyro¢né spravy su dolezitym zdro-
jom pre vyskum vzdeldvania diev¢at a Zien (nielen na priemyselnych
$koldch, ale na vietkych vzdeldvacich institdcidch), pretoze vypltiaji
medzery vzniknuté v dosledku straty, znicenia, a teda nezachovania ¢as-
ti archivnych materidlov jednotlivych $kél. Vyrocné spravy predstavuju

& dejin jednotlivych §kdl, napr. PSendikova, 2007). Vzdeldvaniu diev¢at na odbor-
nych $koldch po roku 1918 sa venuje napriklad Adriana Ki¢kov4 (2016) a Mirosla-
va Gallov4 (2022a, 2022b). Obmedzenia a zmeny vo vzdeldvani dievéat v rokoch
1938-1939 a v obdobf Slovenskej republiky mapuje Eva Skorvankovd (2018) a Jan-
ka Medvedova (2021).

4V texte autorky pouzivaju termin ,Slovensky $tat“ v obdobi od jeho vyhldsenia
14. marca 1939 az po prijatie ustavy Slovenskym snemom 21. jula 1939. KedZe usta-
va uzdkonila oficidlny ndzov $tdtu ,Slovenska republika“, autorky sa dalej pridr-
Ziavaju tejto terminoldgie.
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sihrnny prehlad o priebehu $kolského roka a poddvaju informdcie
o vysledkoch ¢innosti danej $koly za uplynulé obdobie. Prostrednic-
tvom vyro¢nych sprav je taktiez mozné sledovat rodové zloZenie pro-
fesorského zboru jednotlivych §kol, ale aj to, ¢i boli rozdiely v tom, aké
predmety vyucovali muzi a aké predmety vyucovali Zeny.

Vzdeldvanie dievéat v obdobi Ceskoslovenskej

republiky 1918-1938

Vznik CSR, $tdtu s demokratickymi principmi, v roku 1918 bol vyznam-
nym medznikom nielen v dalSom vyvine éeského i slovenského ndroda,
ale aj v rozvoji moznosti dievcat a zien ziskat vyssie vzdelanie. Demo-
kratické prdva, ktoré priniesla ustava CSR z roku 1920, vytvdrali pod-
mienky pre priaznivy vyvoj vzdelanosti Zien. Medzi relevantné legisla-
tivne opatrenia patrilo vSeobecné volebné pravo pre Zeny z roku 1920,
ktoré im umoznilo hlasovat a kandidovat v parlamentnych volbach.
Podet Zien v parlamente a sendte medzivojnovej CSR sa pohyboval
medzi 3—4 %, o bolo viac, nez v okolitych krajindch. (Dudekovd, 2011,
s.282). Zékon o univerzitdch (1920) zabezpedil rovnaky pristup k uni-
verzitnému vzdelaniu pre muZov aj Zeny.

Na rozvoji vzdelanosti a kvalifikovanosti Zien mala vyznamny vplyv
skutoénost, Ze uz v prvych rokoch CSR sa postupne rozvijalo koeduko-
vané stredné a vysoké §kolstvo. Referdt MSaNO, ktory sa zaoberal vzde-
ldvanim dievéat na strednych skolach, vydal 19. novembra 1918 vynos
o prijimani diev¢at za riadne ziacky vSetkych strednych $kol. Ten pri-
niesol vyznamnu zmenu v stredo$kolskom $tudiu dievéat. Predtym
studovali diev¢atd na chlaplenskych skoldch iba ako privatistky, ktoré
boli sice na $kole oficidlne zapisané ako Studentky $koly po vykonani
prijimacej skusky, ale ich postavenie na $kolach sa od chlapéenského
lisilo. Na zdklade tohto vynosu sa z privatistiek stali riadne studentky
a ziskali rovnoprdvne postavenie (Veseld, 1992, s. 87).

Vynosom MSaNO z19. augusta 1919 bolo povolené, aby aj v mestach,
v ktorych existovala dievéenska stredna $kola, mohli byt dievcatd pri-
jaté na chlapéenské stredné skoly za rovnakych podmienok ako chlap-
ci. Podla vynosu z 8. mdja 1920 sa dievCatd museli najskér prihldsit na
dievcensku strednu skolu, a len pokial by boli miesta plne obsadené,
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mohli sa prihl4sit na chlapéenskd strednd $kolu (Gallovd, 2022b, s. 16).
Vynosom MSaNO &. 47447/1921 bola koedukdcia na strednych $kolach
neobmedzene dovolend (Skolstvo na Slovensku, 1949, s. 23).

Napriek tomu, Ze koedukdcia bola na skoldch oficidlne povole-
nd, prevlddal ndzor, Ze nie je vhodn4 pre vSetky typy $koél. Napriklad
rolnicka $kola pre chlapcov nevyhovovala potrebam dievéat. Teda na
odborné vzdeldvanie dievéat boli uréené dievéenské skoly nazyvané
aj odborné skoly pre Zenské povolania, ktorych dlohou bolo teoretic-
ky a prakticky vzdeldvat a vychovavat dievcatd schopné perspektivne
zastdvat rolu Zeny, matky, gazdinky i obéianky. Spolo¢né vzdeldvanie
dievcat a chlapcov na Iudovych a mestianskych $koldch definitivne
zakotvil zdkon & 226/1922 Sb. z. an. zo diia 13.jila 1922 (tzv. maly $kol-
sky zékon). V pohlade na spolo¢nd vyuébu chlapcov a dievéat pano-
vala nejednotnost pocas celého medzivojnového obdobia a nie vSetci
sa s nou stotoznovali.

CSR vytvorila neporovnatelne lepsie podmienky pre spolotensku
emancipdciu zien nez Rakusko-Uhorsko. Odstrdnila formdlne bariéry
v pristupe Zien k vysokoskolskému vzdelaniu, otvorila pristup k povo-
laniam, ktoré predtym vykondvali muzi. Hoci éeskoslovenskd dstava
(1920) zakotvila zdsadu rovnosti pohlav{ a Zeny oficidlne z{skali rov-
nocenné prdava s muzmi, zostali aj napriek tomu v platnosti mnohé
prdvne predpisy, ktoré tejto zdsade protiredili v litere zdkona i v redl-
nom Zivote (viac k problematike legislativy: Dudekov4, 2010, s. 170).

Napriek ambivalentnosti prédvneho postavenia Zien bolo ich redl-
ne socidlne postavenie a spolocenskd prestiz v CSR v mnohych ohla-
doch pozitivnejsie nez v ostatnych statoch byvalej Habsburskej monar-
chie. Prikladom je zamestnanost Zien vo verejnej sluzbe, ktord bola
v 30. rokoch 20. storo¢ia obmedzovand v ovela mensej miere, nez to
bolo v susednych stdtoch. Napriklad v Madarsku sa v medzivojnovom
obdobi Zeny Castejsie stretdvali s problémami a tazkostami pri hlada-
ni zamestnania, kedZe po skonceni prvej svetovej vojny dochddzalo
k postupnému vytldc¢aniu Zien z pracovného trhu. Jednym z dévodov
bolo opitovné posilnenie patriarchdlneho usporiadania, resp. patriar-
chdlneho modelu rodiny. Zene bola opit priradend len tiloha manZel-
ky, matky a Zeny v domdcnosti (Pukénszky, 2013, s. 166). V pripade
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Nemecka mdzeme hned po nacistickom prevzati moci sledovat r6z-
ne snahy a opatrenia, ktorych cielom bolo zniZenie zamestnanosti
Zien (zdkonom o zniZeni nezamestnanosti, podmienkami na udele-
nie manzelskych p6ziéiek, pokra¢ovanim vlddnej kampane proti hro-
madeniu prijmov, zédkazom pre Zeny pracovat v advokdtskej a sudnej
praxi) a obmedzenie vzdeldvania Zien, napr. zavedenie kvét na vyso-
koskolské $tudium, obmedzenie vedeckej ¢innosti, zdsahy do stredo-
$kolského vzdeldvania (Skorvankovi, 2018, s. 651).

V CSR neboli dievéatd prijednotlivych typoch §kél zastipené v rov-
nakej miere. V suvislosti s vykondvanim remesla Zenou v spolo¢nosti
este stile pretrvavali predsudky spojené hlavne s priebehom vyucby
vucnovskej dielni. Podobne, ako je to aj v si¢asnosti, na priemyselnych
$koldch Studovalo podstatne menej dievéat nez napriklad na gymna-
zidch alebo na uditelskych akadémidch. Dévody mozu byt viaceré: od
dobovych spoloéenskych noriem a stereotypnych predstav: ,Matky se
boji, aby dcery nezhrubly télesné od tézké price a dusevné od vtipu dilenskych*
(Strdnskd, 1927, s.1376), cez ndroénd fyzickd pricu dievéat v $kolskych
dielfiach az po samotné zameranie technickych §kél (strojnictvo, sta-
vebnictvo), o ktoré mali primérne vadsi zdujem chlapci. Pre porovna-
nie — na gymndzidch na Slovensku $tudovalo v rokoch 1919-1938 od
15,3 % dievcat (1920/21), neskdr 21,8 % (1929/30) a v roku 1937/38 uz
32,8 % dievcat. Ucitelské akadémie mali v celom medzivojnovom obdo-
biviac §tudentiek v porovnani so $tudentami— 53,5 % dievcat (1920/21)
avroku1937/38 uz 59,4 %. (Skoly, Ziaci, uitelia, s. 47 a151). Podla Tok4-
rovej (2007, s. 124) na priemyselnych $koldch §tudovalo v medzivojno-
vom obdobi priblizne 4 % Zien a dievcat.

Priemyselné skoly

Priemyselné Skoly poskytovali Ziakom teoretické i praktické vzdelanie
a tvoril ich subor niekolkych §kdl, alebo kurzov rozli¢nych typov, kto-
ré mali dve alebo viac oddelen{ (strojnicke, elektrotechnické, staveb-
né). Na Slovensku boli po roku 1918 nasledujuice typy priemyselnych
$kol: vyssie priemyselné skoly, majstrovské skoly a odborné skoly pre
jednotlivé odvetvia priemyslu (M4tej, 1976, s. 349). Na tizem{ Sloven-
ska boli v obdobi 1918-1938 Styri vyssie priemyselné skoly, ktorych
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$tidium bolo §tvorroéné a kondilo maturitou (v KoSiciach, Bratislave,
Pre3ove a Banskej Stiavnici) (Tarcala, 2000, s. 19).

Stdtna priemyselnd $kola v Banskej Stiavnici ° bola zriadend v roku
1921, ked otvorili prvy ro¢nik Vys$sej chemickej $koly podla vzoru Stét-
nej priemyselnej $koly chemickej v Prahe. Zadiatkom $kolského roku
1922/23 bola ku $kole pripojend aj odbornd banskd $kola. Za¢iatkom
$kolského roka 1925/26 bol na $kole zavedeny elektrotechnicky kurz.®
Uvedend $truktira $koly fungovala aZ do $kolského roku 1950/51, kedy
sa od $koly od¢lenilo banicke oddelenie, a od 1. februdra 1951 sa stalo
Vys$$ou priemyselnou §kolou banickou.” Na $kole od jej zaloZenia $tu-
dovalo v porovnani s ostatnymi priemyselnymi $kolami nachddzaju-
cimi sa na dzemi Slovenska vi¢si pocet dievcat — v Skolskych rokoch
1925/26-1938/39 to bolo od 3 % do 17 % (v priemere 9 % v priebehu celé-
ho obdobia).® Takmer vietky diev¢ata §tudovali na Vy$sej $kole che-
mickej. Autorky sa domnievaju, Ze Studium chemického odboru bolo
pre dievéatd 1dkavejsie (a po zloZeni maturitnej skusky v praxi lepsie
uplatnitelné) neZ §tidium strojérstva alebo stavebnictva. Podla Mikus-
ka (1936, s.167) uplatnenie absolventov $koly bolo v porovnani s ostat-
nymi priemyselnymi $kolami ré6znorodé (cukrovary, pivovary, lieho-
vary, celuldzky, $tdtna sluzba, vyskumné ustavy, banské a hutnicke
laboratérid atd.). Co sa tykalo pedagdgov, profesorsky zbor pozostdval
v tom obdobi z 9-20 uéitelov. V medzivojnovom obdobi tu nepdsobila
vrédmci profesorského zboru Ziadna riadna profesorka, vrokoch 1929/30

5 Je dole%ité poznamenat, Ze v Banskej Stiavnici v minulosti pésobila vyznamna
vzdeldvacia in$titicia — Banicka a lesnicka akadémia (1762-1919) — jedna z naj-
star$ich technickych vzdeldvacich institicii na svete. Zameriavala sa na pripra-
vu $tudentov v oblasti tazby nerastnych surovin, geoldgie, hutnictva a spojenych
odvetvi. Zanikla po vzniku CSR.

6  Vyro¢nd zprdva Stdtnej priemyselnej $koly v Banskej Stiavnici za $kolsky rok
1925/26, 5. 3. Fond (f.). Strednd priemyseln4 $kola banicka a hutnicka v B. Stiavnici,
19221984 (SPSBH BS). Stdtny archiv v Banskej Bystrici, pracovisko Archiv Ban-
sk4 Stiavnica (SA BB, p. BS).

7  Zdpisnica z porady profesorského sboru zo diia 29. 1. 1951. F. SPSBH BS, karton
(k.) 1, SA BB, p. BS.

8  Vyro&né zprdvy Stdtnej priemyselnej $koly v Banskej Stiavnici za §kolské roky
1925/26-1938/39. Fond SPSBH BS, SA BB, p. BS.
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a1930/30 v§ak ako vypomocné uditelky pdsobili Anna Rohdcovd (vyu-
¢ovala poéty) a Emilia Filzova (vyudovala jazyk éeskoslovensky).®
Stdtna priemyselnd $kola v Bratislave vznikla zo Stdtnej madar-
skej $koly kovorobnej zaloZenej v roku 1903. Hned v prvom $kolskom
roku 1919/20 bola odborn4 $kola kovorobnd reorganizovand na 3-ro¢-
nu odbornd skolu pre strojnych zdmoc¢nikov. Popri nej sa zriadili prvé
ro¢niky vyssej $koly strojnickej a odbornej $koly stavitelskej, odborna
kovorobni skola pokradovacia, odborny kurz kuri¢sky, strojnicky a elek-
trotechnicky. V prvom roku pdsobilo v $kole okrem riaditela 7 profe-
sorov a 5 dielenskych uéitelov." V rokoch 1929-1939 bola organizécia
skoly nasledovna: 1. Vyssia skola strojnicka; 2. Odborn4d $kola stavitel-
skd; 3. Majstrovskd $kola strojnicka; 4. Cvi¢na dielria; 5. Vy$si $pecidlny
elektrotechnicky kurz; 6. Odborné kurzy." Na §kole tudovalo v obdobi
prvej CSR 0,28 % —1% diev¢at, a to bud na Vyssej $kole strojnickej, ale-
bo Odbornej $kole stavitelskej. Sucastou profesorského zboru bola po
celé medzivojnové obdobie profesorka Rafaela Menschelovd-Novotnd,
ktora vyucovala slovencinu a nemd¢inu. Okrem nej na $kole v danom
obdobi posobili vypomocné ucitelky zemepisu, dejepisu a rustiny.”
Stdtna priemyselnd $kola v KoSiciach bola prvd priemyseln4 $kola
v Rakusko-Uhorsku. Pévodne 3-ro¢nd madarska sukromnad skola zalo-
Zend v roku 1872 sa v roku 1919 transformovala na 4-ro¢nu slovensku
s madarskymi poboc¢kami. V medzivojnovom obdobi bola $kola orga-
nizovand nasledovne: 1. Vy$§ia $kola strojnicka (slovenské aj madarské
oddelenie); 2. Majstrovskd $kola strojnicka; 3. Cvi¢nd dielna strojnicka;

9  Vyro&né zprivy Stdtnej priemyselnej koly v Banskej Stiavnici za $kolské roky
1929/30-1930/31. Fond SPSBH BS, SA BB, p. BS.

10  Vywvoj priemyselnej Skoly v Bratislave v prvom desatroli jestvovania 1919—1929. Brati-
slava: ndkladom ustavu, (b.r.), s. 10-21.

11 Vyvoj priemyselnej Skoly v Bratislave v prvom desatroci jestvovania 1919—1929. Brati-
slava: ndkladom ustavu, (b.r.), s. 10-21.

12 Vyroéné zpravy Stdtnej eskoslovenskej priemyselnej $koly v Bratislave za
$kolské roky 1919/20-1937/38. F. Stdtna priemyselna $kola — Fajnorovo ndbre-
7ie 1903/1904-1950/1953 (SPS — FN). Stdtny archiv v Bratislave (SA BA).
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4. Kurzy (kuriésky, strojnicky, elektrotechnicky, automobilovy).” Prva
riadna Ziacka Irena Gaskovd nastuipila na skolu az v skolskom roku
1936/37 a zmaturovala v roku 1940." Predpokladdme, Ze d6vodom
nezdujmu zo strany dievéat o $tudium na priemyselnej $kole v medzi-
vojnovom obdobi bolo, podobne ako v Bratislave, zameranie $tudia
na oblast strojnictva, spominané pretrvavajuce stereotypné predsta-
vy v spolo¢nosti o poslani Zeny i nizka moZnost uplatnenia v profesij-
nej oblasti pre Zeny po absolvovani takéhoto $tadia. Pomerne zlozité
bolo aj uplatnenie Studentov. Podla Bendu (1936, s. 176) v 30. rokoch
20. storodia bolo zastupenie absolventov v priemysle velmi nizke. Pri-
¢iny mézeme hladat v tom, Ze na vychode Slovenska sa nenachddza-
li velké priemyselné zavody, ale aj v prepustani z oblasti priemyslu
v ¢ase krizy. Benda uvadza, Ze snahou velkej vacsiny Ziakov bolo ndjst
uplatnenie v $tdtnej sprave. AZ do roku 1938 pdsobili na postoch peda-
gbégov vyluéne muzi.”

Stdtna priemyseln4 $kola v PreSove odvodzuje svoju histériu z pred-
chddzajucej skolskej ustanovizne Odbornej skoly pre stoldrov v Presove,
na ktorej sa za¢alo vyudovat uz v roku 1913. Po vzniku CSR bola v mar-
ci 1919 zreorganizovand na Stdtnu priemyselnt $kolu s nasledovnymi
oddeleniami: 1. Majstrovskd stavebnd skola pre murdrov; 2. Majstrov-
skd stoldrska $kola; 3. Odbornd stoldrska $kola a 4. Odbornd uctiov-
ské §kola pokradovacia.”® V §kolskom roku 1931/32 vzniklo na $kole
nové oddelenie Odborn4 stavitelskd §kola (tvorroénd) (Lukéé, 2020,
s. 28-35). Vzhladom na skuto¢nost, Ze do Skolského roka 1932/33 sa
v $tatistickych tabulkdch vyroénych sprév tejto $koly neuvadzali poc-
ty Studentiek, nedokdZeme presne urdit, kolko dievcat na tejto Skole

13 Vyro¢ni zprava Ceskoslovenskej $tdtnej priemyselnej $koly v Kogiciach 1936/37.
F. Stdtna priemyseln4 $kola v KoSiciach 1872-1945 (SPS KE), Stdtny archiv v Kosi-
ciach (dalej SA KE).

14 Hlavny kataldg 1939/40, inventarne &islo (dalej inv. &) 92. F. SPS KE, k. 18, SA KE.

15 Prvd trhlinku v ¢isto muzskom kolektive vytvorila stredoskolskd profesorka Jan-
kovic¢ové z koSického gymndzia, ktord v roku 1939/1940 externe vyucovala nemec-
ky jazyk (P$entikovd, 2007).

16 Vyroénd zprdva Stitnej priemyselnej $koly v Presove za $kolsky rok 1925/26, s. 3.
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$tudovalo. Z vyroénych sprav v rokoch 1932/33-1935/36 vyplyva, Ze na
$kole $tudovala jedna Ziacka, od roku 1935 dve Ziacky.'"’
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Graf 1. Celkovy pocet Studentov a polet dievéat na vybranych priemyselnych $koldch
. C G .. v . . vr 18
v Bratislave, Banskej Stiavnici a Ko§iciach (v absoldtnych &islach).

Obdobie Slovenskej republiky 1939-1945
Z ¢asového hladiska sa rozpitie rokov 1939-1945 zd4 byt velmi krat-

kym, ale vzhladom na tempo a rozsah zmien ide o bohaté obdobie. Pre

$kolstvo vo vSeobecnosti je charakteristické, Ze akékolvek geopolitické

17  Celkovy pocet $tudentov v tychto §kolskych rokoch bol nasledovny: 1932/33 —134;
1933/34 —183; 1934/35 —164; 1935/36 — 149. Percentudlny podiel diev¢at v tychto
$kolskych rokoch sa pohyboval od 0,54 % do 1,3 %. Vyro&né zpravy Stdtnej prie-
myselnej $koly v Pre$ove za §kolské roky 1932/33-1935/36.

18 Zdroj: Vyro¢né sprévy Stdtnej priemyselnej $koly (SPS) v Bratislave, SPS v Ban-
skej Bystrici, SPS v Kosiciach. SA BA, f. SPS — FN; BS, SA BB, p. BS, f. SPSBH BS; SA
KE,f. SPS KE.
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zmeny su okamZite aplikované prostrednictvom legislativnych noriem
do vychovno-vzdeldvacej praxe. Inak tomu nebolo ani v sledovanom
obdobi. Neslo pritom iba o nepatrné zdsahy ale o vyznamné opatre-
nia upravujuce celkovi organizaénu a obsahovu $truktiru vzdeldva-
nia. Odvoldvajuc sa na velky nadbytok uclitelov bez pracovného mies-
ta, ktory suvisel so stratou izemi po 1. Viedenskej arbitrazi v novembri
1938 andsledne po vojnovom konflikte s Madarskom v marci 1939, pri-
stipila slovenskd vldda k radikdlnym opatreniam. Zdkonom ¢&. 246/1939
Sl. z. o uprave sluzobného pomeru vydatych uciteliek, ktory bol prija-
ty 28. septembra 1939, boli zo zamestnania prepustené vydaté ulitel-
ky. Prepustenie vydatych uliteliek a uradni¢ok zo sluzobného pomeru
otvorilo diskusie o perspektivach dalsieho uplatnenia Zien v hospo-
darskom a socidlnom Zivote krajiny. Tdto diskusia sa preniesla aj do
sféry Skolstva. Bolo potrebné ,vyriesit“ otdzky budiceho vzdeldvania
Zien, vyjasnit ndzory na o¢akdvanu vzdelanostnu droven Zien aj vzhla-
dom na redlne problémy ich uplatnenia v pracovnom procese (viac:
Skorvankov3, 2018, s. 653).

Velky priestor v diskusidch o vychove a vzdeldvani dievéat bol nada-
lej venovany otdzke koedukdcie, ktord mala byt v kontexte kvalitného
stredoskolského vzdeldvania zrusend. Cielom jej zruSenia bolo zre-
dukovat pocet diev¢at na gymndzidch a v uditelskych ustavoch. Pre
dievéatd mali byt vytvorené separdtne $koly, alebo triedy v oddelenej
¢asti budovy (8§ 11. zdkona &. 168/1939 Sl. z.). V ddsledku odmietnutia
koedukdcie doslo k zniZeniu poétu dievéat navstevujucich stredné sko-
ly (Kdzmerovd, 2015, s. 108). Ked kvoli nizkemu podtu nezaplnili trie-
du, nemohli sa dalej vzdeldvat. Ucebné osnovy dievéenskych strednych
$kol mali byt na zaklade vlddneho nariadenia prispésobené zaujmom
dievcat a poslaniu Zien. V $kolskom roku 1942/1943 tvorili dievéatd
28,4 % vietkych $tudentov strednych §kdl a ulitelskych dstavov (podla
$tatistiky MSaNO $tudovalo este v $kolskom roku 1937/1938 na stred-
nych $koldch a uditelskych tstavoch 33,8 % dievéat)." Reforme diev-
Cenského studia na strednych $koldch bola na ministerstve venovand

19  Bliz8ie Pdt rokov slovenského skolstva, 1944, s. 214-217.
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velkd pozornost. Vzniklo viacero ndvrhov na usmernenie stredoskol-
ského vzdeldvania dievéat. V jednom ndvrhu z roku 1940 sa predpo-
kladalo pre dievcatd len $tudium na mestianskych $koldch a vyssich
strednych dievéenskych §koldch. AZ absolvovanie diferencidlnej matu-
ritnej skdsky by im bolo umoznilo pokradovat na niektorych $pecial-
nych druhoch vysokoskolského studia.

Problémy suvisiace so zru$enim koedukacie pomdhali riesit cirkev-
né organizécie. Zadiatkom $kolského roku 1939/40 boli zriadené reholné
dievéenské slovenské gymnazid v PreSove, Spisskej Novej Vsi a v Tren-
¢ine. Zékon umoziioval dievéatdm $tudium na chlapéenskych skoldch
ako privatistkdm. Chlapcom recipro¢ne tito moznost Studia na diev-
Censkych skoldch povolend nebola (Neupauer, 2005, s. 77). K opdtovné-
mu povoleniu spolo¢ného vzdeldvania diev¢at a chlapcov na vSetkych
typoch a stuptioch §kdl do$lo prijatim nariadenia €. 7/1944 Sb. n. Slo-
venskej ndrodnej rady (Gabzdilov4, 2018, s. 9).

Vldda pripravila aj ndvrh v oblasti vysokoskolského vzdeldvania
Zien. Podla tohto ndvrhu mohol od $kolského roku 1942/43 $tudovat
na Slovenskej univerzite len obmedzeny podet Zien (na lekdrskej fakul-
te 50, na filozofickej 30 a na prirodovednej 15 posluchdéok). Zo $tidia
prav mali byt Zeny vyltiéené dplne. ** Nariadenie by neumoz#nilo pokra-
Covat v dal$om $tidiu na univerzite viac nez 1/3 Zien navstevujicich
posledny roénik strednej §koly' V zdévodneni névrhu sa uvédzalo, Ze
slovenska Zena m4d byt prinavratend k rodine a Ze sa nemd produko-
vat nadmerny pocet vysokoskolsky Studovanych Zien, hoci z celkové-
ho poétu zien na Slovensku (1 350 000) $tudovalo na VS asi 0,04 %,
to znamend, Ze na 100 000 Zien pripadalo 37 posluchacok (Zavackd,
2007, s. 309). Névrh zdkona sa nemal dotknut §tidia Zien na Sloven-
skej vysokej $kole technickej, na ktorej v sledovanom obdobf $tudo-
valo v priemere 4-5 % dievcat. Z desiatich odborov $tudovali diev¢ata

20 Preilustrdciu: vakademickom roku 1940/1941 $tudovalo na prévnickej fakulte 736
muzov a 37 Zien, na lekdrskej fakulte 624 muZov a 100 Zien, na filozofickej fakulte
406 muZov a 208 Zien, na prirodovedeckej fakulte 180 mu%ov a 77 Zien (Skorvan-
kov3, 2018, s. 658).

21 Pdt rokov slovenského skolstva, 1944, s. 219.
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$tyri, v najvyssej miere inZinierske stavitelstvo a chemicko-technolo-
gické inzinierstvo, vo vynimo¢nych pripadoch strojné a elektrotech-
nické inZinierstvo (Skoly, Ziaci, uitelia, s. 217).

Tento ndvrh sa pre velky odpor slovenskej verejnosti a slovenské-
ho uditelstva neuskuto¢nil (Stulrajterovd, 2013, s. 25). Podobn4 situ-
dcia bola i v inych $tdtoch Eurdpy — napr. v Madarsku bolo obmedze-
né $tudium Zien, ale len na prdvnickych fakultdch, v Taliansku bolo
pre Zeny obmedzené vykondvanie advokécie a stidnictva (Skorvanko-
v4, 2018, s. 659-660).

Priemyselné skoly

Z viacerych vyro¢nych sprav priemyselnych $kél vyplyva, Ze zruSenie
koedukdcie nebolo mozné uplatiiovat univerzélne na vSetkych $ko-
l4ch.”* Napriklad vo vyroénej sprave Statnej slovenskej priemyselnej
$koly v Banskej Stiavnici z roku 1941/42 je uvedené, Ze: ,,Do I. roénika
prijimaju sa telesne vyvinuti mladici a dievéatd, ktori zavisia aspoti 14. rok
veku v kalenddrnom roku.“*® Taktie% v ostatnych rokoch trvania prvej
Slovenskej republiky tvorili dievéatd 6,8 % — 8,9 % Ziakov tejto $ko-
ly a vzdeldvali sa v spoloénych triedach s chlapcami (vSetky $tudova-
li na Vyssej skole chemickej, ktord bola jednym z oddeleni priemysel-
nej $koly). V rdmci 15 ¢lenného profesorského zboru pdsobila od roku
1941/42 jedna uditelka, ktord podla vyroénych sprév vyucéovala strojo-
pis, ale bola pridelend kanceldrii riaditelstva. V roku 1944/45 bola pri-
jatd vypomocnd ulitelka na vyucbu slovendiny, rudtiny a dievéenské-
ho telocviku.

V Bratislave na Stdtnej slovenskej priemyselnej $kole bolo v rokoch
1939-1945 osem oddeleni, z toho tri §tvorro¢né vyssie oddelenia — vys-
$ia priemyselnd $kola strojnicka, elektrotechnickd a stavitelska. Podla
vyroénej spravy z roku 1940/41 (s. 9), ,,do vSetkyich oddeleni skoly maji

443

pristup aj dievéatd®, poénic nasledujucim $kolskym rokom v$ak mali

22 To sa viak netykalo uditelskych akadémii, ktorych sa podla Stulrajterovej (2013,
s. 24) koedukdcia zdsadne nepripustala.

23 Vyroénd zprava Statnej slovenskej priemyselnej $koly v Banskej Stiavnici z r. 1941/42,
s.7.
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dievéatd ,pristup uz len na stavitelské oddelenie“.** V $kolskych rokoch
1939/40-1944/45 tu Studovalo 0,35 % — 0,76 % dievdat. V tom obdobi{
na $kole vyudovali iba muzi, Zeny v profesorskom zbore nefigurovali.”
Presné udaje o poctoch $tudentiek sa nachddzajd v grafe 2.

M BA spolu I BA Dievéata 1BS Spolu | BS Dievéata

BA spolu BA dievéata BS spolu BS dievéata

1939/40 | |4

1940/41 RO |4 264 18
1941/42 X4 |5 254 16
1942/43 3 237 15
1943/44 199 15
1944/45 IO 5 154 13
1945/46 199 15

Graf 2. Poéty Ziacok na priemyselnych $koldch v Bratislave a Banskej Stiavnici
v rokoch 1939-1945.%°

Zaver

Naprelome19. a 20. storo¢ia sa potreba vzdeldvania Zien stdvala éoraz
aktudlnejSou. Priamo umerne s modernizdciou a industrializdciou spo-
lo¢nosti bolo potrebné ziskat kvalifikdciu, na zdklade ktorej si Zena
mohla ndjst zamestnanie. Edukdciu diev¢at redlne ovplyvriovali nie-
len instituciondlno-prévne limity, rovnako délezZity faktor predstavo-
vali aj hodnotiace postoje a ndhlady na moznost vzdeldvania diev¢at,
ktoré existovali v sudobej spolo¢nosti. Kazdé obdobie malo svoje $pe-
cifické politické, socidlne a kultirne kontexty, ktoré formovali vzde-

ldvaci systém.

24 Vyroéna zprava Stitnej slovenskej priemyselnej $koly v Bratislave z.1941/42, s. 11.

25 Vyro&né zpravy Stitnej slovenskej priemyselnej $koly v Bratislave zo §kolskych ro-
kov 1939/40-1944/45. Kap. 5, Statisticky prehlad. Ndvitevy Ziactva a klasifikdcie.

26  Zdroj: Vyroéné spravy Stdtnej priemyselnej $koly v Bratislave a v Banskej Bystrici
zo $kolskych rokov 1939/40-1944/45. Priemyselnd $kola v Kogiciach nie je v tabul-
ke uvedend, pretoZe mesto bolo po Viedenskej arbitrazi sicastou Madarského kra-
lovstva. Vyro¢né spravy z rokov, ktoré neobsahuju éiselné udaje, neboli dostupné.
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V prvej CSR vzdelanie pre diev¢atd nebolo len otdzkou pristupu
kinformdcidm, ale aj ndstrojom na dosiahnutie rovnosti, modernizdcie
spolo¢nosti a osobného rozvoja. V tomto obdobi sa spolo¢nost zacala
aktivne zaujimat o vzdeldvanie Zien a ich d¢ast vo verejnom a pracov-
nom zivote. Povolenim koedukdcie sa dievéatdm a Zendm rozsirili moz-
nosti §tudia na viacerych typoch $kél, na ktorych nemohli v predprevra-
tovom obdob{ §tudovat bud vobec, alebo len externe. Zaujem dievcat
o $tidium na priemyselnych $koldch poc&as prvej CSR bol, v porovna-
ni s ostatnymi typmi §kdl, nizky (vynimku tvorila priemyselnd $kola
v Banskej Stiavnici), ¢o je v§ak vzhladom na zameranie technickych
$§kol, ktoré su svojou obsahovou népliiou velmi $pecifické, pochopitel-
né. Pri¢iny niz$ieho poctu ziaok na priemyselnych $koldch v porovna-
ni s inymi $kolami je potrebné hladat jednak uz vo vy$sie spomenutych
(2 aZ do dnesnej doby) prevlddajicich rodovych a rolovych stereoty-
poch, cez nevhodné pracovné prostredie pre Zeny aZ po obmedzené
moznosti uplatnenia (predov§etkym po dokondeni §tidia na priemy-
selnej $kole v KoSiciach).

Odklon od demokratickych principov CSR sa po vyhldseni Sloven-
ského $tatu prejavil zdsadnymi zmenami v postaveni slovenskych Zien
v politickom a spolo¢enskom Zivote krajiny. V redlnej politike rezimu sa
to prejavilo prepustanim vydatych Zien zo zamestnania v $titnej a verej-
nej sluzbe, obmedzovanim alebo komplikovanim stredoskolského vzde-
ldvania dievéat (zru$enim koedukicie, reformovanim stredoskolské-
ho vzdeldvania) a ndvrhom na do¢asné obmedzenie vysokoskolského
$tudia diev¢at na Slovenskej univerzite v Bratislave. Vzdeldvanie diev-
¢at malo byt zredukované a podriadené praktickym potrebdm rodin-
ného zivota. Rezim mal tendenciu presadzovat konzervativne hodno-
ty a obmedzovat moderné prvky zavedené v predchddzajicom obdobi.
V suvislosti so $tudiom dievéat na sledovanych priemyselnych skoldach
sa vSakich podiel na celkovom pocéte Studentov v tomto obdobi vyraz-
nejsie nemenil. Vysvetlenim uvedeného mézu byt snahy reZzimu prepus-
tat Zeny najma z ulitelskych postov a zo $tdtnej sluzby, a tym motivo-
vané navrhy na obmedzovanie §tudia diev¢at na ucitelskych ustavoch
a gymndzidch. To v koneénom désledku sposobilo pokles celkového
poctu $tudujicich dievéat. Studenti gymndzif a uéitelskych dstavov
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boli pre ideovo orientované $tdtne institicie vyznamnejsi, nez $tu-
denti priemyselnych $kél. To potvrdzuje aj fakt, Ze na rozdiel od gym-
nazif a uditelskych ustavov, v ktorych koedukdcia nebola povolend, na
priemyselnych $koldch mali dievéatd pristup k $tddiu v jednej triede
spolo¢ne s chlapcami.

Limity $tidie a dal$ie smerovanie vyskumu: nie je mozné z hladiska
rozsahu prispevku obsiahnut vietky aspekty vzdeldvania dievéat. Sta-
tistiky, z ktorych vychddzame sice uvddzaju pocty ziacok jednotlivych
$kol, pripadne sleduju dochddzku. Nezachytavaju v§ak dobovy diskurz
o zmysle, ndplni, uplatneni takéhoto vzdelania a jeho zaradeni v rdm-
ci hodnotového systému spolo¢nosti. Demonstrovat vyvoj takychto
néazorov umoziiuje dobovd tlag, o predstavuje zaujimavy ndmet na
spracovanie tejto problematiky v bududcnosti.

Archivne pramene

Fond Stitna priemyselnd $kola — Fajnorovo ndbreZie 1903/1904-1950/1953.
Statny archiv v Bratislave (SA BA).

Fond Strednd priemyselnd $kola banicka a hutnicka v B. Stiavnici, 1922-1984.
Stdtny archiv v Banskej Bystrici, pracovisko Archiv Bansk4 Stiavnica
(SA BB, p. BS).

Fond Stdtna priemyselnd $kola v Kogiciach 1872-1945. Sttny archiv
v KoSiciach (SA KE).
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Druh4 polovina 90. let 20. stoleti byla v zdpadnich zemich Evropy a ve

vyspélych ekonomikach svéta ve znameni mnoha deregulaénich refo-

rem, které probéhly zpoddtku v ekonomické oblasti, ale vyrazné ovlivni-
) p yzp ,alevyr

lyidalsi sféry socidlniho a kulturniho Zivota téchto zemi, véetné otdzek
vzdéldvini. Vzdéldvaci oblast se dostala diky vlivu OECD (,,vzdélédnije
ekonomicky kapitdl“ —jaké vzdéldni pro 21. stoleti bude zapottebi pro

ekonomicky rozvoj svéta?) a dal$ich nadnédrodnich a globélnich hra¢a

sjednocujici se Evropy a globalizujiciho se svéta pod tlak deregulaénich

1 Studie vznikla v rdmci feSeni projektu interniho vyzkumu na Katedfe pedagogiky
a psychologie Fakulty ptirodovédné-humanitni a pedagogické TUL, projekt

¢.SGS-2024-4477.
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reforem. V neoliberdlni diskuzi o cilech vzdéldni pro 21. stoleti vyvsta-

«

la do popfedi otdzka, jak je vzd€lavani pfipraveno na ,vyzvy svéta
21. stoleti a jak si vzdélavaci systémy vyspélych ekonomik svéta ,vedou®
ohledné naplriovéni téchto cili. V tomto ohledu sehrdla klicovou roli
yreprezentativni“ srovndvaci Setfeni a ploSnd méfeni, zejména mezi-
narodni vyzkumy vysledkt vzdélavani PISA. Tato méfeni svym mode-
lem a ,,vzorkem® pfedstavovala zlom oproti dfivéj$im mezindrodnim
méfenim vedenymi Mezindrodni asociaci pro evaluaci vysledka vzdé-
lévéni (IEA) (Strakovd, 2009). Vysledky PISA pfinesly jednotlivym
zemim nejen zprdvy o vysledcich kompetencné orientovaného vzdé-
lavani patnictiletych v definovanych gramotnostech, coz vyvolalo otdz-
ky, pro¢ zaci dopadli, jak dopadli, co je pti¢inou Uspéchu/nedspéchu,
jaké vyucovaci postupy mohou zlepsit vysledky vzdélavani, jakou roli
ve vysledcich vzdéldvani sehrdvaji dals{ faktory (druh $koly, socidlni
status zakd, ndrodnost atd., Matéju et al., 2006; 2010). Mizeme fici,
Ze po roce 2007 jsme soucdsti diskuze, kterd pted vzdéldvaci politiku
stavi ,novy jazyk“ (kompetence, gramotnosti) a nahrazuje/vytésiiuje/
oslabuje diskurz pavodnich cilovych kategorii §kolniho kurikula, posi-
luje pojeti obecného pozndani, oproti $kolnim kurikuldrnim znalostem.
Po diskuzich vysledkd méfeni po roce 2007 se dostavaji do popredi

7

v PISA ,dspésni® hradi, z nichz je konstruovdna nova referen¢ni skupi-
na, kniz md sméfovat vzdélavaci, odborné pedagogickd i §irsi politicka
pozornost (Santos & Centeno, 2023). PISA vnesla nov4 hlediska nejen
do pedagogicko-srovndvaci diskuze zalozend na datech (role evidence
based pedagogické védy, viz Stech, 2013, podobné Stech, 2011, 2015 &
Ka$¢dk & Pupala, 2011, k reakei na kritiku PISA Strakovd, 2011), ale zej-
ména pod ,tlakem® novych ,vzora“ (reference societies — best practices)
zadala PISA ménit i $ir${ vzdéldvaci diskuzi a politiku (policy making)
mnoha zemi. PISA propujcila ,referenénim“ zemim legitimitu v otdzce,
jak ,vystavét dobry vzdélavaci systém®, respektive v hodnocent, jaky
vzdélévaci systém je dobry a jaky neni (Waldow, 2017; Ringarp, 2016).

76
1

Jednou z téchto ,vzorovych/referenénich zemi“ se stalo Finsko, kte-
ré dlouhodobg, od pocdtku, vykazovalo vyborné vysledky méfeni prak-
ticky ve v§ech oblastech (gramotnostech), stejné jako pozitivni vztah

finskych 74ka ke $kole, vzdélavéni, k zivotu a chodu $koly. Samozfejmé
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Ze mnoho zemi se chtélo témto vysledkim vyrovnat, coz vedlo az kjis-
té ,,skandindvské propagaci“ ve vzdéldvaci oblasti, podobné& i v Ceské

republice. Nechceme, aby nds ¢lanek vyznél pravé jako jedna z ,pod-
por“ finského modelu vzdéldvdni (v nasem p¥ipadé vzdéldvéni udi-
telt). Chceme se ptdt, zdali ve finském vzdéldvacim modelu uditel-
stvi mtzeme shleddvat znaky, které by pfipadné mohly pfedstavovat

jeden z duvodu dlouhodobé uspésnych vysledki finskych 74kt v mezi-
nirodnim srovndvdn{ (i s védomim skuteénosti kolfsajicich dspécha

finskych 74kt v testovdni PISA) a v jejich vztahu ke $kole, ke spolu-
zakam, k sobé sama, k uéeni a vzdélavani, seberozvoji, sebevzdélavéni.
Bude sledovédn jeden dileZity znak (v proménéi stdlosti) — velmi silnd

hodnota lidského jedince, jeho jedinec¢nosti, osobitosti ve finské vzdé-
lavaci diskuzi. Z tohoto pfesvédéeni vyplyvaly reformy vzdélavani udi-
telt jiz v dobé tzv. prvni viny modernizace vedené Casto v kontextech

ndrodniho rozvoje pfelomu 19. a 20. stoleti (Beck, 1993), tak i refor-
my v duchu welfare state, tedy socidlné trznitho modelu hospodafstvi
70. let 20. stoleti ,harmonizujictho® ekonomické potieby a socidlni
spravedlnost a bezpedi. Podobné tomu je ve vzdélavacich reformdch rea-
lizovanych ve Finsku od 90. let 20. stoleti vedenych v duchu vyrovnat se

s reflexivni modernou (Giddens, 2023; Beck, 2018) a ,tekutosti“ hodnot
(Baumann, 2021,2020) i permanentni proménou zivotnich ,schémat®,
globdlni ekonomickou konkurenci, digitalizaci, migraci, inkluzivitou

spolecnosti a v neposledni fadé i novym geopolitickym uspotdddnim

svéta 20. let 21. stoleti.

Vzdélanostni transfer nebo ,education policy export — moZnosti,

meze, metodologicka uskali

Jakukazuji mnohé studie kriticky reflektujici ,vzor Finska“ ve vzdéldvaci

diskuzi (Takayama, Waldow & Sung, 2013), ale i zdsadn{ texty poukazu-
jici na zjednodusujici praktiky pfi hodnoceni vysledki vzdélavaci poli-
tiky ,vzora“ (nejen Finska) (Salokangas & Kauko, 2015), neméli bychom

opomijet ve srovndvaci analyze faktor jedineénosti a specifi¢nosti vzdé-
ldvaciho systému, ktery je povazovdn za tzv. ,vzor“. Pokud tak neu-
¢inime, opakujeme procesy neuspésného ,vzdélanostniho transferu®
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(Steiner & Khamsi, 2016, 2014, 2021), kdy ze ,vzorovych piiklada“ si
chceme vypujcit ndstroje a ¢asti pro zlepSeni vlastniho vzdélavaci-
ho systému (lending policy), kdy ,vzdéldvaci vzor” mé poskytnout
yinspiraci® pro vzdéldvaci zmény s vidinou pozitivnich dopadt této
zmény na vlastn{ vzdéldvaci systém (borrowing policy). D¥{v&jsi tzv.
ykulturn{ politika“? 20. stolet{ je tak rychle a ispé$né nahrazovéna
modelem vzdélanostniho exportu/importu (education export) a pfed-
stavou ,,exportu® vzdéldvacich politik (policy transfer) (Adick, 2017).
Na$im zdmérem proto neni ani mytizace ,finského vzoru® (Waldow,
2010), ani kritika odmitajici srovndvaci pohled na ,finsky model“, na
moznosti jeho inspirace pro autonomni diskuzi o reformé ceského
modelu vzdélavédni uditelu. I kdyz soucasnd diskuze mnohdy vyzyva
ke zjednodusenim®, v nagem textu usilujeme o to, abychom vzdélava-
ci modely nechdpali jako ,vzory samy o sobé®, ;s okamzitym uzitkem
a dopadem/transferem pro reformu® (podobné upozortiuje i Priicha
& Kansanen, 2015, s. 9), ale abychom rekonstruovali ideov4, spole-
Censko-politickd vychodiska zasazend do variability a mnohoznacnosti
pohledd na strukturu, cile (vzdéldvaci ,vize‘/,, mise®), postupy a riz-
norodé aktéry daného vzdéldvaciho systému. Je zfejmé, ze hraci Ceské
vzdé&lavaci politiky (MSMT, CSI, NERV, ale i mnohé neformdln{ skupiny

2 Pod pojmem kulturni politika rozumime specifické snahy stdtd, které od konce
19. stolet{ a zejména ve 20. stoleti vyuzivaly prostfedkd a médif ,kulturni propa-
gace“ k upevnéni svého politicko-kulturniho vlivu v ciziné. Jedn4 se jak o formy

ykulturniho exportu” skrze tzv. ndrodni kulturni{ instituty, o moznosti jazykové-
ho vzdéldvéani podporované domovskym stdtem, taki o politicky sofistikovanéjsi
podoby ,propagace a ,vyvozu“ ndrodniho vlivu do cizich stdtu.

3 Zjednoduseni patii k diskuzi, usnadnuji mnohdy pochopeni sdéleni, maji aleisvé
negativni stranky, kdyz se snazi opomenutim $ife problému navodit pfedstavu, kte-
ra neodpovidd realité. Zjednoduseni mtizeme najit vmnoha diskuzich, vzdéldvaci
oblast se tomu nevyvaruje. Mdme na mysli diskuzi vedenou nad kompetenénim
ramcem vzdéldvani uditeld v uplynulych tfech letech, kterd mnohdy sklouzgvala
pravé ke zjednodusenym vzdéldvacim ,transferdm* Finska do Cech apod., mnoh-
dy se podobné déje i v $irsich diskuzich k tématu reformy vzdélavani v CR jako
Strategie 2030+ a dfivéjsi ndrodni vzdéldvaci strategie a ndrodni programy vzdé-
ldvéani, podobné i diskuze vedené nyni v tzv. Ndrodnim konventu o vzdélavani z let
2023-2024.
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a vzdéldvaci platformy) se stéle vice mus{ vyrovndvat s mnohdy ne
zcela opodstatnénymi pochvalnymi ¢i kritickymi pohledy a postoji
k ,novym zahraniénim vzoram®, k ,pfesvéd¢ivym® datim ze zahrani-
& a k vysledkim plo$nych mezindrodnich $etfeni apod. To by ovSem
nemeélo znamenat pokles pozornosti a vyznamu mezindrodniho roz-
méru vzdélavani, v ném?z je nutné Cesky vzdéldvaci systém nahlizet.
Finsky model vzdéldvéni, ktery je zndmy nedostatkem standar-
dizovanych testt a silnym ddrazem na rovnost a kvalitu, se stal pfedmé-
tem obdivu a analyz (Sahlberg, 2011), ale i pfedmétem kritickych analyz
upozorniujicich na nebezpedi ,vzdélavaci turistiky“ za ispé$nym piikla-
dem (Waldow, 2010). Od svych poédtkid v 19. stoleti prosel finsky vzdé-
lavaci systém fadou zdsadnich zmén, které byly znaéné ovlivnény soci-
dlnimi a ekonomickymi proménami ve finské spole¢nosti (Tirri, 2014).
Studium finského modelu vzdéldvani a jeho historickych kofent zda-
raznuje vyznam uclitelské profese, strukturovaného a inovativniho p¥i-
stupu ke vzdéldvéni uditeld (Niemi, 2012) jako kli¢ovy faktor ve vzdé-
ldvacim uspéchu. Cesta k tomuto modelu byla samoziejmé pomérné
ruznorodd, jak chce naznaditindsledujici analyza a etapizace.

Vzdélavani jako prostfedek utvafeni moderniho finského naroda

V 19. stoleti se dnesni Finsko nachdzelo v unikdtni geopolitické a kul-
turni situaci, kterd vyzadovala znaéné usili o posileni ndrodni identi-
ty. Jako autonomni ¢ast Ruského impéria, po dlouhd staleti pod $véd-
skou nadvlddou, bylo finské uzemi vystaveno riznorodym kulturnim

a politickym vlivim. Tento kontext vytvotil u Fint potfebu nalézt a defi-
novat svou unikdtni ndrodni identitu, coz bylo zvlasté dalezité v obdo-
bi rostoucich naciondlnich hnuti{ po celé Evropé. Skolstvi se stalo kli-
¢ovym ndstrojem pro dosazeni tohoto cile. Vzdéldvdni bylo vnimano

jako prostiedek, jak posilit ndrodni povédomi a jednotu tim, Ze se mla-
dym Finim poskytne spole¢ny zdklad znalosti, véetné jazyka, histo-
rie akultury (Kivinen & Rinne, 1995). P¥iprava samotnych uditeld byla
v tomto obdobi charakterizovdna omezenosti a absenci formalizované-
ho pedagogického vzdélani. Zkvalitnit uéitelskou ptipravu bylo vyzvou,
kterd nasla feSeni ve vzorech v zdpadni Evropé a dalsich skandingvskych
zemich, zejména ve Svédsku a Némecku, kde byly systémy vzdéldvani
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uditeld jiz dobfe etablované (Tirri, 2014). Inspirace témito modely p¥i-
spéla v roce 1863 (Priicha & Kansanen, 2015, s. 25) k zaloZen{ uditel-
skych semindit, coz Aho, Pitkdnen a Sahlberg (2006) identifikuji jako

zdsadni krok k profesionalizaci uditelstvi v zemi. Tyto semindfe posky-
tovaly vzdélani v pedagogice, didaktice a v oblastech nezbytnych pro

vyuku na zdakladnim stupni, s dirazem na praktické metody a p¥ipravu

uditelt pro préci ve venkovskych, méné rozvinutych oblastech. Simola

(2005) uvédi, Ze nové pojeti vzdéldvani ulitelti spocéivalo ve zméné p¥i-
stupu z neorganizovaného a ad hoc systému na systém systematicky
a strukturovany. Tento posun pfedstavoval zlomovy moment v histo-
rii finského vzdéldvani a profesionalizaci uditela.

Konec 19. stoleti poté znamenal dalsi reformy vzdéldvani, které
rozsifily $kolni povinné kurikulum, zvysily akademické pozadavky na
vzdéldvan{ a na pfipravu uéiteld, coz Rinne, Kivirauma a Simola (2002)
povazuji za dalsi krok k rozvoji moderniho finského vzdélavaciho sys-
tému. Simola (2005) zddraziiuje, Ze vytvoteni jednotného, ndrodné ori-
entovaného s$kolniho systému umoznilo Finim rozvijet pocit sound-
leZitosti a pfislusnosti k finskému narodu. Toto bylo obzvlasté dulezité
v kontextu finského usili o udrzeni kulturni a jazykové odlisnosti v rdm-
ci Ruska. Rozvoj vzdéldvaciho systému, ktery byl pfistupny a relevant-
ni pro vSechny vrstvy spole¢nosti, byl klicovy pro podporu socidlni-
ho a ekonomického rozvoje Fint a pro posileni jejich ndrodni identity
a suverenity (Laukkanen, 1995). DileZitym aspektem této strategie
bylo také zahrnuti finského jazyka do $kolniho kurikula. V dobé, kdy
$védstina dominovala jako jazyk vzdéldvani a vefejné spravy, poskytlo
zaclenéni finstiny do vzdélavaciho systému prosttedek projeji ,,oziveni®.
Rinne, Kivirauma a Simola (2002) upozoriiuji, Ze rozsifeni kurikula
o finskou literaturu a historii v zdvéru 19. stolet{ nejenze zvysilo ,aka-
demické” ndroky, ale zejména ptipravilo ptidu pro dalsi rozvoj finské
kultury a ndrodntho sebeuvédomeéni.

V tomto kontextu se stalo $kolstvi v 19. stoleti kli¢ovou platformou
pro utvateni a upevriovani finské ndrodni identity. To vSe v dobé, kdy
narodni identita byla vhimdna jako zdsadni pro socidlni kohezi a poli-
tickou nezavislost. Nejinak tomu bylo v dal$ich evropskych stdtech, ale
dnesni Finsko bylo v tomto ohledu z geopolitickych duvodu ,specifické”,
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nebotndrodni autonomii a utvdfeni ndrodniidentity chdpalo jako ,pro-
test” proti zaclenéni do carského Ruska. O to vice spojovalo ndrodni
uvédomeéni s rozvojem ideji politického liberalismu a ob¢anskych svo-
bod, které si chtélo, ,uprostfed carské fise”, uchovat a intenzivnéji
rozvijet. Finové se vydali cestou demokratického rozvoje ,finského
Skolstvi jako prostfedku k uspésnému politicko-ekonomickému a kul-
turnimu rozvoji ve slozité geopolitické situaci pfelomu 19. a 20. stolet{
(Jutikkala & Pirinen, 1999, s. 175-204). Tato divéra v sebe sama, vide-
aly rovnosti se stala konstituujicim prvkem finské vzdéldavaci diskuze
»zespodu®, ktery pfetrval po vyhldSeni samostatnosti Finské repub-
liky v roce 1917, ale i ve velmi sloZitych politickych obdobich 2. svétové
vélky a rovnéz ve slozité politické situaci Finska po druhé svétové vilce.
Iv 50.letech 20. stoleti, po podpisu mirovych smluv, zejména se Sovét-
skym svazem, se Finsko sice snaZilo o neutralitu, ale pfitom muselo
velmi ,,dbdt dohledu® Sovétského svazu. Finové se i v tomto tézkém
obdobi spoléhali na ,;své ndrodni vlastnosti“, mezi nimiz se traduje
houzevnatost a odhodlanost, diraz na ndrodni samostatnost, kterd
byla stavéna uzce do vztahu s rozvojem skolstvi, osvéty a $irsi kultury
(Jutikkala & Pirinen, 1999, s. 233-267).

Vzdélavani a jeho role v utvareni socidlné spravedlivych trznich
ekonomik (ekonomicky riist, socidlni well-being
aidea udrzitelného ristu)
Utvareni ekonomicky vyspélého a socidlné uvédomélého modelu fin-
ské spole¢nosti korespondovalo se snahami o socidlné spravedlivy p¥i-
stup ke vzdéladvani 70. let 20. stoleti. Tento trend byl podpofen novou
legislativou, ktera zvySovala pozadavky na vzdéldni uciteld a stimulova-
la rozvoj uditelskych semindft po celé zemi. Opatfeni odrdzela rostou-
ciuznani vyznamu kvalitni pfipravy uliteld pro celkovou droven vzdé-
lavaciho systému (Aho, Pitkdnen & Sahlberg, 2006).

V 70. letech doslo k zdsadnim zméndm, kdyz byl pfijat novy zékon
o vzdélavani uditelt z roku 1971. Ten v roce 1974 (Pricha & Kansanen
2015, s. 89) pfesunul vzdélavdni uditeld z uditelskych dstavi & semi-
néfd na univerzity a zavedl magistersky titul jako zdkladni kvalifikaci
pro uditele. Tato reforma méla sjednotit a zvysit akademickou droven
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pripravy uditeld, coz bylo povazovano za kli¢ové pro zlepSeni kvali-
ty vzdéldvani na vSech stupnich. Soucasné byl kladen vétsi diraz na
vyzkum a védecké metody ve vyuce, coz mélo posilit teoretické zna-
losti uditelu a rozvijet jejich schopnosti odborné pedagogické reflexe.
Hlavnim cilem téchto reforem bylo nejen zvyseni kvality vzdélavéni,
ale také podpora rovnosti ve vzdélavani. Finskd vzdélavaci politika
70.1et 20. stoleti zduraznovala rovnost vzdéldvacich $anci a byla zamé-
fena na vytvofeni podminek, které by umoznily rovny pfistup ke vzdé-
ldvacim pftilezitostem pro vSechny. Tento smér vzdéldvaci diskuze
70. let 20. stoleti byl motivovan nejen politickymi principy, ale také
pragmatickym pfesvédcenim, Ze plné vyuziti lidskych zdroju a talen-
tl je zdsadni pro ekonomicky rozvoj a prosperitu zemé. Vzdélani bylo
vnimdno jako investice, coz se odrazilo v charakteristikdch finského
vzdéldvaciho systému, jako je jednotnost, bezplatné vzdélavani, bez-
platné skolni stravovéni, individudlni podpora ve vzdéldvani (Kansanen,
2014; Niemi, 2012).

V té dobé finska spole¢nost hledala cesty, jak pfekonat vyzvy spo-
jené s industrializaci a urbanizaci, a vzdéldni bylo identifikovdno jako
klicovy ndstroj pro utvafeni socidlné soudrzné a ekonomicky silné
spole¢nosti. Reformy zavedené v této dobé polozily zdklady pro sou-
Casny vzdélavaci systém, ktery je v mezindrodni vzdélavaci diskuzi
uzndvan pravé pro duraz na hodnotu rovnosti ve vzdéldvdani. Politicky
bylo toto rozhodnuti podpofeno Sirokou shodou mezi politickymi
stranami, coz umoznilo dlouhodobou a konzistentni politiku ve vzdé-
lavéni. Vyznamnou roli v tomto procesu hrilai finskd kultura, kterd tra-
di¢né klade diraz na rovnost, spolupraci a davéru ve vefejné institu-
ce (Prucha & Kansanen, 2015, s. 29). Tento kulturni kontext poskytl
plodnou pudu pro rozvoj vzdélavaci politiky zaméfené dnes na inklu-
zi (Wesbury et al., 2005).

Druhd vlna modernizace a finské vzdélavani ucitelti

V 80. a 90. letech 20. stoleti se Finsko vydalo na cestu legislativnich
reforem a decentralizace ve vzdéldvacim systému. Kli¢ovym prvkem
této transformace byl pfechod od ndrodniho kurikula k tzv. lokdlni-
mu kurikulu. Tato zména umoznila jednotlivym obcim a $koldm veéts{



Historia scholastica 1/2024 10 Studie Studies 267

flexibilitu a autonomii v navrhovani ,lokdlnich“ vzdéldvacich programi,
které 1épe odpovidaly mistnim potfebdm a specifikim. Tento proces
decentralizace nejenze posilil pravomoce uditeld ovliviiovat svou praci
a samostatné rozvijet inovace ve vyuce, ale také zdsadné zménil kultu-
ru davéry ve vzdélavaci systém. Ulitelam byla poskytnuta vyznamna
profesni svoboda, coz vedlo k posileni dGvéry vefejnosti v pedago-
gickou profesi a vsamotny vzdéldvaci systém (Tirri, 2014). V dtsledku
zvy$ené autonomie udliteld se finské vzdélavaci prostiedi zacalo vice
zaméFovat na eticky rozmér ucitelské profese. V roce 1998 byly Odbo-
rovym svazem $kolstvi publikovédny etické zdsady pro praci uditeld,
které definovaly kli¢ové hodnoty jako univerzalni lidskou hodnotu,
Cestnost, spravedlnost a svobodu. Tyto zdsady byly navrzeny tak, aby
utvdrely vztahy mezi uditeli a Z4ky, stejné jako mezi uditeli navzdjem,
a poskytovaly voditko pro rozvoj osobnosti ulitele a jeho vztahu k pré-
ci a $ir$i spoleénosti (Uusiautti & Maatti, 2013).

Historicky a politicky kontext téchto reforem odrdzi $irsi spole-
Censké a politické zmény ve Finsku a v Evropé, véetné trendd sméfu-
jicich k demokratizaci, liberalizaci a zvy$ovani icasti ob¢ant na roz-
hodovacich procesech. Reformy ve vzdélavani také reflektovaly rostouct
pochopeni vyznamu vzdéldvani pro socidlni soudrznost a ekonomicky
rozvoj, stejné jako potfebu rozvijet vzdéldvaci systém, ktery je oporou
pro otevienou a ekonomicky se globalizujici spole¢nost. Tyto reformy
a jejich duraz na etické hodnoty a davéru ve vzdélavaci systém jsou
kli¢ovymi faktory, které pfispély k mezindrodnimu uzndni finského
vzdéldvactho modelu ve svété (Westbury, 2005).

Bolorisky proces a pfechod na dvoustupriovy systém vysokoskolské-
ho vzdélavani vroce 2005 byl odpovédina naroky trhu préce ve vysoko-
$kolské vzdéldvaci oblasti. Finsko nestdlo mimo a ,,vyzvy“ boloriského
procesu Cetlo vsouladu s jeho dosavadnimi snahami o podporu rovnych
vzdélévacich piilezitosti a o podporu celozivotniho vzdéldvani (West-
bury, 2005). Cilem této zmény mélo byt posilen{ otevienosti finského
vzdéldvaciho systému, podpora mezindrodni mobility studentt a aka-
demikt a zajisténi, aby finské akademické tituly byly snadno srovna-
telné a uzndvané v zahranidi. Zaveden tfiletého bakalafského studia
a dvouletého magisterského studia umoznilo Finsku byt dalezitou
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soudasti evropského vzdéldvaciho prostoru. Jednim z hlavnich cila
bylo také posileni akademického zaméreni ucitelské profese. Udrzeni
magisterského studia jako zakladni kvalifikace pro ucitelskou profe-
si bylo zaméfeno na zdiraznéni vyznamu odbornych znalost{ a peda-
gogickych dovednosti pro ulitele. Cilem bylo vybavit ulitele pedago-
gicko-psychologickymi schopnostmi pldnovat, realizovat a hodnotit
vyuku, spolupracovat s kolegy a rodiéi a integrovat vyzkumné poznatky
do své pedagogické praxe. Zaclenéni povinnosti vypracovani diplo-
mové prace do studijnich programa pro uditele znamenalo zdasadni
krok k dalsi akademizaci a profesionalizaci uéitelské profese. Timto
krokem Finsko zdtraznilo vyznam vyzkumné orientovaného pfistu-
pu v pedagogické ptipravé, coz zvysuje prestiz ulitelského povolani
(Sahlberg, 2007). Koncept vzdéldvani finskych ulitelt zaloZzeny na
vyzkumu vychdzi z pozndni, Ze kvalita vzdéldvaciho procesu je dzce
spjata s kvalitou a pfipravou udlitele. Hlavnim cilem je pfipravit udi-
tele, kteti jsou schopni propojovat teoretické poznatky a vyzkumné
zavéry s praktickymi aspekty vyuky, coZ umoziiuje podporovat indivi-
dualizaci, diferenciaci pti uéeni zaka (Tirri, 2014). Vzdéldvani uditela
zaloZené na vyzkumu vychdzi z dlouhodobé davéry Fint ve vzdélavani
jako prostfedku vedoucimu k samostatnému a spolecensky odpovédné-
mu jedndni. Cilem Finska bylo a je vychovdvat uditele, ktefi nejsou jen
zprostiedkovatelé znalosti, ale také inovatofi, vyzkumnici a kli¢ovi
aktéfive vyvoji vzdélavacich metod a pfistupt. Tento zpusob pfipravy
uditelt zdaraznuje daleZitost teorie pro praxi. Implementace modelu
vzdélavani uditeld zaloZzeného na vyzkumu pro praxi pfindsi znaéné
vyzvy pro akademicky persondl zodpovédny za pfipravu budoucich
uditelt. Tento pfistup vyzaduje, aby vysokoskol$ti pedagogové, ktef{
se podileji na vzdéldvani uditeld, disponovali nejen odbornymi peda-
gogickymi znalostmi, ale také vyznamnymi vyzkumnymi zkuSenostmi
a schopnostmi. Kansanen (2006) upozortiuje na zdsadn{ rozdil mezi
vysokoskolskymi uditeli a uditeli niz$ich stupni vzdélavéni spodiva-
jici v tom, Ze vysokoskolsti ucitelé vyucuji na zakladé svych vlastnich
vyzkumnych zdvéra a zjisténi, coZ jim umozriuje pfendset nejnovejsi
védecké poznatky a metody pfimo do vysokoskolské vyuky. Ve Finsku
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je tento ptistup povazovdn za kliCovy pro udrZeni a dalsi rozvoj kvali-
ty vzdélavéni. Vyznamnou roli hraje také historicky a politicky kontext,
vnémz Finsko dlouhodobé investuje do vzdélavaciho systému a vyzku-
mu jako zdkladnich pilita spoledenského a ekonomického rozvoje (Uusi-
autti & Maattd, 2013).

Finsko se rozhodlo pro integraci akademickych a profesnich prvka
ve vzdéldvdni uditelt z nékolika davodd, ptfi¢emz klicovym cilem bylo
zajistit, aby absolventi byli plné pfipraveni na slozité vyzvy soudasné-
ho vzdéldvaciho prostfedi. Finsky model vzdélavani ucitelt rozviji teo-
rii pro praxi a nevidi v obou pélech ,protivnika“, ba naopak. Snazi se
o vzajemné ptirozené propojeni obou rovin do funkéniho modelu, ktery
se ukazuje jako jedna ze souddsti ,finské mozaiky“ vzdélavaciho systé-
mu. Podle Kansanena (2006) a Sitomaniemi-Sana (2015) je finsky p¥i-
stup ke vzdélavani uciteld charakterizovan pravé schopnostiintegrovat
akademické znalosti s profesni pfipravou a praktickymi zkuSenostmi
(Sitomaniemi-San, 2015). Cilem finského modelu vzdéldvéni pedagogt
je proto ptiprava ulitelq, ktefi nejenze rozumi teoretickym konceptim,
ale jsou také schopni tyto koncepty aplikovat v praxi, reflektovat své
vyukové strategie a ulit se je adaptovat na zmény u zdka a vyucova-
ciho prostiedi. Tento model vzdélavani uditelt odrdzi Sirsi finsky p¥i-
stup ke vzdéldvdni, ktery zdaraziuje dulezitost celoZivotniho udent,
rovnosti a pfipravy vSech studentt na ,spokojeny“, vyrovnany zivot ve
spoleénosti. Finsko si uvédomuje, Ze vysokoskolska pfiprava ucitelt je
kli¢em k udrzitelnému rozvoji a socidlni soudrznosti (Tirri, 2014), ale
iodpovédinavyzvy globalizace, technologickych promén a digitalizace.

Aktudlni reformy vzdélavani budoucich finskych uditelt

Reforma vzdélavani uditeld ve Finsku, zahdjend v roce 2016 jako kli-
¢ovd soudast vladniho programu, odrdzi hluboké spolecenské a poli-
tické odhodldni podpotit strategické cile finského vzdélavaciho systému.
Ministerstvo $kolstvi a kultury ve svém koncepénim dokumentu zda-
raznilo nutnost ,zvy$eni vyuzivdni aktudlnich vyzkumnych poznatka
v oblasti vyuky a uéeni v ramci uéitelské ptipravy“ (Opetus- ja kulttuu-
riministerio, 2016, s. 34), coz poukazovalo na cil vlddy podpofit inova-
tivni a na vyzkumu zaloZené pedagogické ptistupy.
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Reforma sledovala mimo jiné tyto hlavni cile:

—Rozvijet profesni kompetence uditeld: zdaraznit potfebu profesni-
ho vzdélavani a rozvoje uliteld, aby mohli dostdt spoleCenskym
a technologickym pozadavkum.

—Podporovat vyzkumné orientované pfistupy: integrovat vyzkum
do praktické ¢asti profesni pfipravy uditeld, coZz ma umoznit uci-
telim lépe porozumeét a aplikovat inovativni vyuéovaci ptistupy,
metody, postupy s ohledem na jejich pedagogicko-teoretické a $irsi
spolecenské kontexty.

— Zduraznit multidisciplindrni pfistupy: pfipravit ulitele na vyu-
ku v interdisciplindrnich kontextech, coz odrdzi $irsi trend smé-
rem k holistickému vzdéldvéni.

—Zlepsit spoluprdci mezi $kolami a univerzitami: posilit vazby mezi
institucemi, které pfipravuji ulitele, a $kolami, kde je cilem inovovat
procesy uceni a hledat vychovné vzdéldvaci koncepty, které pod-
poruji rozvoj osobni identity zdkt s ohledem na jejich postaveni
ve skupiné a v Sirsich spoleCenskych uskupenich.

Finskd vldda sije naddle védoma, Ze kvalita vzdéldvani ulitelt m4 p¥i-
my vliv na vzdéldvaci vysledky zakd, které ovSem nedefinuje jen v rovi-
né znalostni, dovednostni, &i kompetenéni, ale v $ir§ich souvislostech
osobni spokojenosti, vyrovnanosti a otevienosti k okoli, k pozndvani
svéta, druhych osob, sebe sama. Tento pfistup ma podpofit profesni
jistotu, ale i autonomii a sebedtvéru (profesni i osobni well-being)
uditeld, aby byli schopni samostatné navrhovat, pldnovat, upravovat
vyukové strategie a metody a rozvijet alternativni feSen{ pro praci se
zaky a studenty. Reforma, kterd vzesla ze Siroké diskuze mezi akade-
miky, praktikujicimi uéiteli, studenty, rodici a vefejnosti, poukazuje na
inkluzivni a demokraticky ptistup Finska k reformdm ve vzdéldvani.
Tento reformni proces zduraziuje dileZitost spolecenského konsen-
zu a participace raznych zainteresovanych stran pfi utvafeni sméru,
podoby a funkci vzdéldvactho systému. Paralelné probihajici vladni
program Uusi peruskoulu (Novd zdkladni $kola) a poskytnuti finanén{
podpory pro rozvojové projekty ve vys$i 27,7 milionu eur pfedstavuji
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konkrétni kroky vlddy k realizaci téchto ambicidéznich cila. Tyto projek-
ty, koordinované univerzitami a tzv. polytechnickymi vysokymi $ko-
lami a zahrnujici $irokou sit obci, maji za cil podporovat naplriovan{
reformnich cili a kroka (Suwalska, 2020). Z politického pohledu refor-
ma predstavovala proaktivni krok vlddy k posileni hodnoty lidského
jedince, jeho jedinecnosti a osobitosti pro individudlni spoleCenské
,blaho“ (well-being), aleipro udrzeni konkurenceschopnosti zemé na
mezindrodn{ drovni (Raento, 2008).

Soucasnd podoba pregradudlni piipravy uéitela

Osoba aspirujici na pozici ucitele musi uspésné absolvovat vzdélani
v oblasti pedagogickych véd s ohledem na stuperni vzdéldavaciho systé-
mu, vném?z chce pusobit. Konkrétné pro vykon uéitelské profese na pri-
marnim stupni je vyZadovan magistersky titul v pedagogickych védach,
zatimco uditelé na sekunddrnim stupnijsou povinni ziskat magistersky
titul ve specifickém védnim oboru doplnénym o pedagogické vzdéldni
(Ministry of Education and Culture, 2022).

Vramci finského vzdélavactho systému je pfiprava uéitelt struktu-
rovana tak, aby odpovidala specifickym pozadavkim rtznych vzdélava-
cich stupnit a specializaci. U¢itelé matefskych skol absolvuji bakalai-
sky studijni program v pedagogickych védédch (180 ECTS). Na drovni
primdrniho stupné je pozadovan magistersky titul v pedagogickych
véddch srozsahem 300 kredit ECTS, coz kandiddtim umoziiuje ziskat
kompetence pro vyuku v zdkladnich $koldch a v pfedskolnich zafizenich.
Zakladni $kolni vzdéldvéni ve Finsku, povinné pro déti od 7 do 16 let,
zahrnuje devitilety vzdélavaci cyklus. Pedagogové specializovani na
konkrétni pfedméty (druhy a tfeti stuperi vzdéldvani) absolvuji magis-
tersky program o rozsahu 300 ECTS kreditt, pfi¢emz existuji dvé hlavni
cesty k dosazeni této kvalifikace. Jedna cesta vede pfes studium daného
pfedmétu na univerzité s ndslednym absolvovanim pedagogickych stu-
dii, coz ucastnikim umoziiuje ziskat opravnéni k vyuce svého odborné-
ho pfedmétu. Alternativou je pfimy vstup do programu pro vzdélavani
uditeld pfedmétd. Tato cesta se stava ¢im ddl tim vice rozsitenou, ackoli
je zatim moznd pouze v omezeném rozsahu disciplin. Budouci uéitelé
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v oblasti specidlniho vzdélavani na zékladnich $koldch ziskdvaji magis-
tersky titul v pedagogickych véddch, coz je opraviiuje i k pisobeni na
primdrnim stupni.

Cile a vyzvy ve finské diskuzi vzdéldvani uditelu
V soudasné dobé se piiprava budoucich uditelt soustfedi na imple-
mentaci a vyvoj ndrodniho kompetenéniho ramce, ktery vznikl z ini-
ciativy The Finnish Teacher Education Forum pod z4stitou finského
Ministerstva $kolstvi a kultury. Vyvoj tohoto rdmce byl uskute¢nén
v obdobi od podzimu 2016 do jara 2019, kdy se konalo dvandct celostdt-
nich a sedm mistnich setkdni. Tato setkdni, kterych se ucastnili odborni-
ci ve vzdéldvéni, véetné uditelq, feditelt $kol, akademikt a studentd,
méla za cil vytvofit rozvojovy program pro finské ucitele. Diskuze na
téchto setkanich vedly k pojmenovéni vyzev v oblasti inkluzivniho
vzdéldvéni a préce uditeld (Lavonen, Mahlamaki-Kultanen, Vahtivu-
ori-Hanninen & Mikkola, 2020, s. 247-248), coz vyustilo k formulaci
dvou obecnych cilt:

—Posileni schopnosti uditeli reagovat na individudlni potfeby zaka.

—Podporarozvoje profesnich kompetenci uditeld pro jejich odborny

rist a rozvoj.

Nédsledné byla vyvinuta koncepce vzdéldvactho programu s ndzvem
Teacher Education Programme, ktery stanovuje trojici kompetenénich
cila. Ty jsou zaméYeny na piipravu budoucich pedagogt a slouzi jako
kompetenéniramec. Cile reflektuji soudobé pedagogické potieby ajsou
v souladu s analyzou kompetenci pro 21. stoleti podle projektu OECD —
Definition and Selection of Competencies (Lavonen, 2018).

Prvni cil zddraznuje potiebu rozsdhlého znalostniho zdkladu,
zahrnujiciho odborné znalosti, pedagogické dovednosti, §irsi kulturné
spoledensky kontext a piehled a schopnost efektivné spolupracovat
vruznorodych socidlnich a profesiondlnich uskupenich. Zroven klade
dtraz na kompetence v oblasti samostatné price, vyuzivani digitalnich
technologii, etického jednani a mezioborového pfistupu ke vzdélavani.

Druhy cil se zaméfuje na schopnost inovovat a pfindset nové
pohledy do pedagogické praxe. To zahrnuje otevienost vici zméndm,
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schopnost podporovat kreativitu a zvidavost u zdku a zdroven imple-
mentovat a evaluovat inovace ve vzdéldvacim procesu. Daraz je kla-
den také na vyvoj a prubézné inovace kurikula $kol.

Tretl cil se tykd rozvoje osobni a instituciondlni expertizy. Zahrnuje
podpurny pfistup k rozvoji profesnich komunit, k sebereflexi, schopnosti
spoluprdce a tymové prace, mentorstvi a rozvoji kultury skoly. Specifi-
kuje nutnost neustdlého rozvoje pedagogickych dovednosti a znalost{
prostfednictvim reflektivni praxe, vyzkumu a profesniho vzdélavani.

Tento ramec kompetenci si klade za cil podporovat uditele jako ,ske-
letové aktéry“ vzdélavaciho systému, posilit vzdélavaci programy pro
udlitele a umoznit studentdm ucitelstvi orientaci v pedagogicko-psy-
chologickém a didaktickém vyzkumu. Podporuje spoluprdci mezi $ko-
lami a spolupréci univerzit se $kolami (Niemi & Lavonen, 2020). Timto
zpusobem Finsko reaguje na vyzvy spojené s inkluzivnim vzdéldvanim
a usiluje, aby ucitelé necetli rychlé promény svéta negativné, ohrozu-
jicim pfistupem, ale dokdzali profesiondlné odpovidat na individudlni
specifika Z4ki ve vyuéovani (Paronen & Lappi, 2018).

K aktudlnim zdsadnim zméndm v pfipravé uditeld doslo v dubnu
2023. Kli¢ovym prvkem téchto promén je zavedeni rozsitené peda-
gogické praxe v ramci ucitelského studia, které studentim poskytuje
bohaté praktické zkusSenosti jiz od pocdtku jejich vzdélani. Tento ptistup
umoziuje budoucim uéitelum hlubsi pochopeni cilt a specifik uéitel-
ského povoldni a vhodnou integraci teoretickych znalosti s prakticky-
mi dovednostmi. S nartstajici socidlni a kulturni rozmanitosti finské
spole¢nosti roste také potfeba pedagogi ptipravenych na kazdodenni
praci v inkluzivnich a multikulturnich prosttedich a situacich. vVzdé-
lavdni uditeld se proto soustfedi na rozvoj schopnosti nezbytnych pro
podporu procest uceni u vSech studentd, s ohledem na jejich indivi-
dudlni potfeby nebo socio-kulturni pozadi. Tento pfistup reflektuje
rostouci pochopeni, Ze diverzita ve tfidé je obohacujicim prvkem, ktery
prindsi $irsi perspektivy a zkusenosti do vzdélavaciho procesu. V této
souvislosti finsky Ndrodni akéni pldn 2020-2023 reaguje na dalsi roz-
voj uditelskych kompetenci a zdaraziiuje pfipravenost ulitelt zejmé-
na pro préci v heterogennich té{ddch. Diky vyzkumnému projektu
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Tutkimusperustaista vaativan erityisen tuen kehittdmisté byly vytvo-
feny vzdéldvaci materidly a pfipraveny a realizovany kurzy pro ucitele,
které se zaméfuji na rozvoj dovednosti potfebnych pro tzv. spraved-
livé vzdéldvani vSech zdku. Tato iniciativa je podpofena publikacemi
Riikky Iisakanové a Eliny Taljanové, které nabizeji metodiky pro speci-
dlni podporu ve vzdélavani. Kromé toho, vrdmci podpory dalsiho vzdé-
lavéan{ uditeld, byla zfizena sit center, jeZ maji napomoci naplriovan{
danych cila (VANE, 2020).

Finsky model vzdéldvani uciteld klade v souéasné diskuzi velky
duraz na rozvoj holistického pfistupu ke vzdéldvani, ktery piekra-
Cuje hranice tradi¢nich akademickych disciplin a zdaraziuje vyznam
mezipfedmeétovych vztah, ale i rozvoje socidlnich a emociondlnich
dovednosti u zdku (ale zejménaibudoucich uéiteld). Tyto aspekty jsou
povazovdany za zdsadni pro osobni a profesni rozvoj studentt a jsou
integrovany do udlitelskych studijnich programu. Cilem je pfipravit
uditele, ktefi dokdzou pedagogicky zprostfedkovat znalosti, ale jsou
také mentory a podporovateli ,,tvorby* vyucovactho prostiedi, vnémz
dochdzi k rozvoji dovednosti a schopnosti zdka (Pentikiinen, 2023).
Za timto ucelem se finské inovace v oblasti vzdélavani uditeld zamé-
fuji na inkluzi a well-being studentt jako klicové soucasti vzdélavaci-
ho procesu. Tento pfistup uzndva, ze emociondlni a socidlni pohoda
jsou nezbytné pro uspésné ucenf a zZe ulitelé hraji zdsadni roli v utva-
feni prostfedi, které je pro studenty bezpecné, podporujici a stimuluji-
ci. To vedlo k velké podpofe dalsiho vzdéldvani uciteld a jejich dalsiho
profesniho rozvoje (Rajakaltio & Mikinen, 2014; Niemi & Nevgi, 2014).

Zavér

Pokud nechceme v rdmci tzv. policy lending/borrowing ndsledovat
nebezpedi spocivajici vjisté nekriti¢nosti k individudlnim znakim kaz-
dého vzdélévaciho systému/modelu a zasazovat se ,,politicky“ o vzdé-
lanostni transfer z ,,dspé$nych* referenénich ptikladd (v nasem ptipadé
finsky vzdéldvaci model) na zdkladé ,efektivity, pokrokovosti, vyspé-
losti, uspésnosti, komplexnosti, inovativnosti“ atd., musime hledat
arekonstruovat specifické znaky analyzované vzdéldvaci diskuze (jazy-
kovy kéd ajeho ,socidlni projev*). Teprve ve druhém kroku se mizeme
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ptéat pojejich pfipadné podnétnosti pro ,,domdaci®, jinak strukturovanou

diskuzi v kontextu transnaciondlntho srovndn{ (Schriewer, 2014). V p¥i-
padé finského modelu vzdélavani uciteld se ukazuji jak dlouhodobé rysy
a znaky vzdéldvaci diskuze, tak i aktudlni cile a ,program®. , Zvnitfné-
lym“ znakem ddvajicim identitu finské diskuzi vzdéldvani uditelt je

velmi silnd divéra v individudlni a jedineénou roli vSech aktért vzdé-
lavéni, z ¢ehoz vyplyvaji sekunddrné ,jaktudlni“ znaky reforem. Jedi-
nednost (profesni, osobni) uéitelt a jedineénost osobnosti 74kq, kte-

7
1

rd md byt podpofena na cesté k osobnimu i vzdélavacimu konceptu
well-being, je zédkladem, na ném? finské reformy vzdélavéni ulitelt
dlouhodobé ,stavi“. Tento zdkladni ,kdmen®je v souladu se §irsi spole-
Censko-kulturni a politickou diskuzi. To zarucuje souhru a konstruk-
tivn{ sladéni mezi pedagogickymi cili a $ir§imi pohledy vzdéldvaci poli-
tiky. Samoziejme, Ze se nejednd o bezkonfliktni a harmonické sladéni
vSech pohledt a pozadavkl. Podstatné je, Ze pii kritickych otdzkiach,
problémech se dokdzi hlavni odborni i ,politiéti aktéfi shodnout na
hlavnich cilech a diskutuji o mozZnostech, uskalich, variantach jejich
naplriovani. Tento konsensus umoznil pfenést zna¢nou autonomii na
jednotlivé aktéry vzdélavacich reforem — roli hraje autonomie udite-
14, ale i samotnych 74kd, jejich rodic¢t ¢i zdkonnych zdstupct, dalsich
aktéri mezigenera¢ni diskuze, stejné jako autonomie obecnich a regio-
nalnich sprév. Takovy model zcela jisté neni jednoduchy na fizeni, ba
se naopak centrdlnimu uchopeni, fizeni a kontrole vymyka4. Je otdzkou,
zdali je mozné jeho nedostatky ¢i slabiny v¢as identifikovat a pomoci
je fesit (Wermke & Forsberg, 2017). Finskd diskuze ov§em v autonomii
aktéra naddle véfi a spatfuje ji jako devizu, nikoli deficit.

Vysoka hodnota individudlni, obecné lidské jedine¢nosti jako zakla-
du vzdéldvani souzni ve finské diskuzi s pozadavky osobni ,,pohody“
aktérl (zejména zdka/studentd a uliteltt), uzndnim diverzity jako
hodnoty. S tim koresponduji pozadavky individualizace a diferenciace
ve $kolnim Zivoté, potfeby komplexniho rozvoje studentd, holistického
pohledu nauceni, aleizivot $koly. Na tomto zdkladé pak jsou teprve dis-
kutovédny otdzky inkluze ve $kolnim prostiedi, jeji cile, moznosti napl-
fiovdni, rizika a meze. P¥iprava uditeld, kterd zahrnuje profesni rozvoj
s ohledem na vySe uvedend vychodiska, pak zdaraziuje jak pfipravu
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navyuku vinkluzivnim prostiedi, tak vzdéldvani, které bude napliiovat
v soudasnosti intenzivné diskutovany koncept udrZitelnosti (sustai-
nability) v jeho environmentdlné fyzické i environmentdlné socidln{
aindividudlni roviné.

Domnivame se, Ze je zfejmé, Ze finsky model vzdélavéni ulitelt
nelze zjednodusit na premisy — teorie je propojena s praxi, ufitelé jsou
aktéfi reforem inkluzivniho vzdéldvdni, vzdéldvaci model podporuje
spravedlivé vzdélavani pro vSechny a zarucuje spolecnosti udrzitelny
rozvoj a osobni pohodu vSech aktért. Rovnéz se domnivame, Ze neni
mozné jednotlivé soucdsti diskuze o vzdélavani finskych uditela ,vytrh-
nout“ a ,presadit vzdélanostnim transferem do ,domdci“ (napf. ées-
ké) diskuze o pregradudlni pfipravé uiteld. Mozné v8ak je analyzovat
vychodiska finského modelu vzdélavani uditelq, jeho ,skryté“ivefejné

»propagované“vyznamy, hodnoty, premisy a komparovat je s ohledem
na specifika jinych vzdélavacich diskuzi. To nemusi nutné znamenat,
Ze se zustane u ,pouhé” obsahové, diskurzivni analyzy bez ,,praktické-
ho“ dopadu. Pokud chceme ménit pravidla ,jazyka“ a jednédni, musi-
me pfedem dosdhnout shody v cilech a programu promény profesni
i $ir8{ kulturni ,identity” aktért, ktefi novou logiku vyznamd, sdi-
lenych pfesvédceni a hodnot maji definovat, realizovat a napliiovat.

K tomuto cili ,,referenéni piiklady a ,nové vzory“ — nejen v pedago-
gické oblasti — mohou vyznamné napomoci, véetné piikladu finské-

ho vzdéldvani uditeld.
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Uvod'

Celé déjiny vzdélavani neslysicich jsou uzce spjaty s hleddnim nej-
vhodnéjsi vzdélavaci metody a zptisobu komunikace ve vyuce, jejimz
hlavnim cilem bylo ovlddnuti vétS$inového jazyka (srov. napf. Emme-
rig, 1927; Maly, 1907).” Institucionalizované vzdélavani neslysicich je

1 Tento vystup vznikl v rdmci programu Cooperatio, védni oblasti Vzdéldvani a pe-
dagogika (podoblast Specidlni pedagogika) a Lingvistika.

2 ,Sledujeme-liz tohoto aspektu vyvoj péce o téZce sluchové postizené jedince, jevi
se ndm celé déjiny péce o jejich vzdélavani jako historie neustdlého boje za obje-
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provazeno tzv. ordlné-manudlni kontroverzi, tedy spory mezi odptr-
ci a zastdnci uzivani znakového jazyka.®
0d roku 1786, kdy byl zaloZen prvni tstav pro hluchonémév Praze,*

byly na nasem uzemi uZivdny pfevazné metody manudlni a znakovy
jazyk byl uznavén jako komunikacni prostfedek vhodny pro vyuku

(k tomu srov. Okrouhlikovd, 2015,2017,2020, 2021a,b). Stal se dokonce

zdkladem tzv. prazské metody vzdélavani, jejimz tvircem a propagd-
torem byl V4clav Frost, feditel istavu v letech 1841-1865 (srov. Kmoch,
1886, s. 79—87; Krause, 1933, s. 20-50). Cesky znakovy jazyk® —jakozto

v/

veni, zduvodnéni a propracovani co nejefektivnéjsich prostiedkt, metod a forem
vyvoje a vystavby ordlni fe¢i u téchto postiZenych jako zdkladni podminky k do-
sazeni maximalniho stupnéjejich socializace” (Matuska & Barvikov, 1990, s. 117).

3  Tento pohled je velmi zjednodus$eny a schematizujici, ve skute¢nosti se béhem
19.120. stoleti v celé Evropéivjednotlivych dstavech uzivalo mnozstvi rozliénych
metod a postupt vzdéldvani nesly$icich (srov. Emmerig, 1927). Velmi obecné byly
tradi¢né rozdélovény na metody manudln{ uZivajici znaky (hlavnim pfedstavite-
lem tohoto proudu byla $kola francouzskd, ddle pak videriskd a prazskd) a ordln{
(reprezentované zejména némeckymi $kolami) a takto jsou pfevdZné prezentovény
iv dobové literatute. ,Vyznam vyrazu ,ordlni metoda‘ je ve skute¢nosti mnohem
$ir$i: oznacuje souhrnné cely slozity systém vychovy a vzdélavani neslysicich, kte-
ry se opird pfedevsim o zvlddnuti ordlni fedi nesly$icimi, ke kterému proto smétu-
je v8echna prace v tomto systému. Oznaceni ,ordlni‘ se tedy vztahuje nikoliv jen
na metodu (zpusob) préce, nybrZ pfedev$im na hlavni cil vychovy a vzdélavén{
neslysicich, jehoZ je ovSiem mozno dosdhnout rozmanitymi metodami a meto-
dickymi postupy* (Stejgerle, 1988, s. 188). ,,Pro toto pojeti a tento zpiisob vzdé-
14véni se v§eobecné vZilo oznaden{ ,ordln{ metoda‘; neni to vak [...] oznaleni zce-
la vystizné a pfesné“ (Tamtéz, s. 187).

4 Béhem 19. a na pocatku 20. stoleti byly zalozeny dal${ ustavy pro hluchonémé:
v Brné (1832), v Litoméficich (1858-1947), v Ceskych Budé&jovicich (1871), v Hrad-
ci Krdlové (1881), v Ivandicich (1894), v Lipniku nad Be¢vou (1894-1950) (k tomu
srov. Maly, 1907, s. 84; Koldt, 1897, s. 114-116), v Sumperku (1907-1939), ve Valas-
ském Mezit{¢f (1911), v Plzni (1913), v Praze (1916) (k tomu podr. srov. Hruby, 1999,
5.160-205).

5  Termin Cesky znakovy jazyk, ktery zde uzivime, je jediny standardizovany lingvis-
ticky termin pro oznaceni pfirozeného vizudlnémotorického komunikaéniho
prostiedku komunity ¢eskych Neslysicich, uzivany az od konce 20. stoleti (srov.
Macurovd, 2017a). Av§ak v prabéhu 19. a 20. stoleti se uzivalo az 35 rtznych poj-
menovéni (k tomu podrobné srov. Okrouhlikovd, 2022), jichZ se pfidrzujeme v ci-

N

tacich a parafrdzich. Neslysici byli pak tradi¢né oznaéovdni jako hluchonémd.



Historia scholastica 1/2024 10 Studie Studies 285

pfirozeny a smyslové pfistupny jazyk— byl uZivdn pro komunikaci mezi
udlitelem a zdky, zejména v pfipravném vyucovani a vyuce ndbozenstvi,
meél zcela dostacujici zdsobu konkrétnich i abstraktnich znakd. Pocd-
teni dorozuméni mezi uliteli a Zdky bylo bez néj povazovéano takika
za nemozné (k tomu podrob. Okrouhlikovd, 2020). JakoZto spoleény
jazyk byl vyuZzivan k interkulturni i intrakulturni komunikaci v celém
ustavu a pfeddval se mezi nesly$icimi chovanci z generace na genera-
ci. Tato tradice v$ak byla zahy na dlouho pferusena.

0Od roku 1880 byl znakovy jazyk vlivem usneseni Mildnského kon-
gresu utitelt neslysicich® pozvolna potladovan, ze §kol postupné mizel
a preferovdny byly pouze metody ordlni, kladouci diraz na vyuku a uzi-
vani mluvenéfedi, jejiz zvladnuti bylo jedinou cestou k plnohodnotné-
mu zapojeni neslysicich do sly$ici spole¢nosti. Cesky znakovy jazyk
nebyl oficidlné pouZzivan ani jako podpora k dosazeni kyzeného cile,
byl zatladen do ustran{ a zGstdval pouze prostfedkem intrakulturn{
komunikace ¢eskych neslysicich.

Od pocdtku 20. stoleti se tedy pomalu zacala proménovat situace
ve vzdélavani.” V odbornych textech se objevuji zminky o znakovém
jazyce Casto pouze v souvislosti s historii metod uzivanych ve vzdé-
ldvéni neslysicich. Dochazi k postupné likvidaci znakového jazyka na

6 NaMildnském kongresu byla, kromé jiného, pfijata tato prohldseni: , The Conven-
tion, considering the incontestable superiority of speech over signs, for restoring
deaf-mutes to social life, for giving them greater facility of language, declares that
the method of articulation should have the preference of signs in the instructi-
on and education of thumb. Considering that the simultaneous use of signs and
speech has the disadvantage of injuring speech and lip-reading and precision of
ideas, the Convention declares that the pure oral method ought to be preferred
(Gallaudet, 1881, s. 5-6; srov. Huddkov4, 2012).

7 Zadind byt také uzndvdna novd védni disciplina — specidlni pedagogika ozna-
¢ovand jako pedologie, pedopatologie (pedopathologie), pedagogickd pathologie,
napravnd pedagogika, lé¢ebnd pedagogika, socidlni pedagogika, pedagogicka de-
fektologie, defektologie, specidln{ pedagogika defektologickd (srov. Edelsberger,
Pajdlhauser, Stejgerle, 1964; Edelsberger, 1984; Renotiérova, 2006 aj.). Tradiéni
surdopedie (akupedie) se v rdmci vzdéldvéni nesly$icich zcela prolnula s nové
etablovanou logopedii (srov. Edelsberger, 1990).
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$koléch (k tomu srov. Hruby, 1999, s. 318-323).° Zemsky spravni vybor
vydaval v letech 1923-1925 nafizeni, kterymi se snazil pfeorganizovat
Ceské ustavy (Novdk, 1941, s. 36). Vyucovaci metoda byla postupné zce-
la zménéna, znakovy jazyk byl z vyu¢ovani zcela odstranén.’ V duchu
ordlni metody byly Ministerstvem Skolstvi a ndrodni osvéty vydany
nové uéebni osnovy pro $koly hluchonémych (tamtéz)."® Poslednim
mistem, kde bylo uzivdni znakového jazyka v roce 1932 zakdzdno, byl
Prazsky ustav pro hluchonémé na Smichove.

Pfesto se v prvni poloviné 20. stoleti na strdnkdch nejen odbornych
Casopisu i v dalsich textech objevuji polemiky a diskuze o vhodnosti
vzdéldvacich metod, pfiCemz téméf vzdy byly vyzdvihovany metody
tzv. ordlni. Zejména neslySici autofi se snazili branit svij jazyk a pro-
sazovali jeho znovuzavedeni do $kol,"” zatimco slysici odbornici jej
zhusta povazovali za néco $patného a zavrzenihodného, nebo alespon
nesouméfitelného s jazykem mluvenym.

8  Pfechodné byla tolerovdna kombinovand metoda vyuzivajici znakovy jazyk.
J.K.P. (1921-22c, s. 29) a Ldtal (1923, s. 16) uvadi, Ze v moravskych dstavech
av Ceském Ustavu pro hluchonémév Praze a ve tHidé v Plzni se vyudovalo &istou me-
todou ordlni (artikulatni). Ve starsich soukromych cirkevnich ustavech v Praze na
Smichové, v Hradci Kralové, v Ceskych Budé&jovicich a Litoméficich se vyu&ovalo
metodou smiSenou (kombinovanou).

9  ,VSechny hluchonémé déti, jejichz dusevni schopnosti to pfipoustéji, budtez vy-
ucovdny Cistou metodou ordlni. Pouze u déti slabé nadanych lze uziti metody vy-
bérné dle stupné a miry dusevnich schopnosti zédkovych. Uzivdni metody po-
surikové a kombinované, tj. spojeni fedi artikulované s fe¢i posuiikovou, jest pti
vyulovdni nepfipustno. Déti slabé nadané, jeZ jsou pti vyudovéni piekdzkou po-
stupu déti ostatnich, vyuc¢ovény budou ve zvld§tnich oddélenich [...]“ (Stanovis-
ko Zemského spravniho vyboru ke znakovému jazyku, 1923, cit. dle Hruby, 1999,
s. 321; puvodni zdroj neuveden).

10 ,Na$e nové vypracovand ucebnd osnova pro $koly hluchonémych zduraziiuje
ve svém ucelu pozadavek: ,vzdélati hluchonémého v fedi ldnkované tak, aby se
v ni nauél mysliti‘“ (Parma, 1921-22, s. 43).

1 ,..uzndni posunt za rovnocenného ¢initele s feci hldskovou pti vzdélavani a vy-
chové hluchonémych“ (Smolka, 1911, s. 72).
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20. 1éta 20. stoleti

Ve 20. letech publikovali néktet{ uditelé éldnky (srov. Synek, 1920; Lital,
1923), ve kterych v ndvaznosti na texty 19. stoleti (srov. Okrouhlikova

2015, 2020) popisuji znakovy jazyk jako pfirozeny komunikaéni prostfe-
dek neslysicich, avs§ak povazuji jeho vyuziti ve vyuce za pfekonané,
nebot neslysicijsou pak separovdni od ostatnich ,,na oddélenou kastu

lidi ménécennych, na prvni pohled patrnych, na niz se okol{ divd z velké

&4sti s pohrddnim ajen vyjimkou s dtrpnosti“ (L4tal, 1923, s. 15). Vzhle-
dem k tomu, Ze plnosmyslni se nemohou udit feéi posunové, je nutné,
aby se hluchonémiudili fei hlasité, pfestoze se tim vyucovdni prodluzuje,
zvolriuje a vyZaduje to velkou ndmahu; jenom tak se stanou pravoplatny-
mi ¢leny lidské spole¢nosti. K podobnym zavérim dospél i pfednosta

foniatrického oddéleni pti usni klinice Karlovy univerzity Seeman

(1925-26), ktery za hlavni nedostatek posurikové rei povazuje velké obti-
Ze pfioznacovdni abstraktnich pojmu. ,,Vyznam posurikové fedi ztistava

vyhrazen pouze pro prvni détskd léta, kdy maji déti nabyti nejprimi-
tivnéjsich pojmt a primitivniho chovdn{“ (tamtéZ, s. 70). Jinak maji byt

co nejdiive vychovavani pouze pomoci 7eci cldnkované, aby byla racio-
nalné vyuzita nejvhodnéjsi doba pro naudeni se fedi. ,Posurikovd feé

ztratila v dnesni vychové hluchonémych vyznamu, ackoliv je vlastné

matefskou fedi hluchonémych” (tamtéz).

Paradoxni je, Ze po osamostatnéni Ceskoslovenska zadala postupné
vychdzet celd fada &asopist pro neslysici. V roce 1918 to byly Ceské novi-
ny pro hluchonémé (pozdéji Noviny pro hluchonémé) a Obzor hluchonémyich,
vroce 1926 Svépomoc hluchonémych (pozdéji Svépomoc neslysicich), kterd
jako jedina hajila skute¢né z4jmy neslysicich, potazmo znakovy jazyk."
Zbylé dva Casopisy se etablovaly spiSe jako noviny uéitel neslysicich,
jejichz nézory také zastdvaly.” Ryze odbornym ¢asopisem pak byla

12 Redaktorem tohoto ¢asopisu byl pfedseda Svazu spolkt hluchonémych a majitel
kniha¥ského zdvodu v Ceskych Budé&jovicich, ohluchly Bohumil Bazil.

13 Redaktory téchto ¢asopist byli ucitelé ¢&i feditelé ze kol pro neslysici, Noviny pro
hluchonémétidili FrantiSek Mik, Jan Sedldcéek, Frantisek Zajic aj., Obzor hluchonémych
vedli Josef Kol4¥, Antonin Sedd a Stanislav Svacina.
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Revue provzdéldvini a vychovu hluchonémyich' vychazejici od roku 1923,
vyddvana Svazem spolkd uditelt hluchonémych, ktery byl zaloZeny
vroce 1919. Ve vech téchto ¢asopisech se vletech 19261930 objevuje
v souvislosti s uzivanim znakového jazyka nejen ve vzdéldvani néko-
lik ¢lanka.

Vroce 1928 se na strankdch ¢asopisti rozhotela diskuze o tom, jaky
bude jednacijazyk na Mezindrodnim sjezdu hluchonémych v Praze, kte-
rd sendsledné transformovala v debatu o vhodné vzdélavaci metodé pro
neslysici. Prvotnim podnétem byl ¢ldnek uditele Flegla (1928), ktery se
zasazoval o to, aby jednaci feli sjezdu nebyla prazskd gestikulace, kterd
by Spatné reprezentovala nasi zemi a péci o hluchonémé zastaralou pan-
tomimikou. Navrhoval, aby jednacim jazykem byla hlasitd e v nékte-
rém svétovém jazyku. Najeho stranu se ptidal jednatel Zemské ustfedni
jednoty hluchonémych na Moravé Kopfiva (1928), ktery za symbol
ndrodni hrdosti povaZzoval nasSe ustavy, kde se Zaci u¢{ mluvit a ode-
zirat. F. Z. (19284, b) zase poukazoval na nejednotnost, zdlouhavost
anepresnost zndmkové 7eci a jeji bezcennost pro styk se sly$icimi. Jasan
(1928) dokonce nepovazuje posunkovou 7ec za feé, ale za jeji ubohou
a chudou ndhrazku patfici do minulych stoleti. VSichni zdroveri jedno-
znaéné odmitali poZadavek na uzivani posunkové ve¢i ve vzdéldvani (Re¢
posunkovi a fe¢ hlasitd, 1930). Ordlni metody vyzdvihovali také peda-
gogové AntoniCek (1928) a Koldf (1928-29). Flegl celou diskuzi uzavtel
tvrzenim, Ze cilem vzdélavani musi byt naudit svéfence mluvit a odezi-
rat avhodnou metodickou pomickou pfi vyucovdni ordlnim systémem
muze byt mimika, ale nikdy umélé zndmkovdni. ,,Pf¥irozené gestikula-
ci a mimice se nebrdnime, neni-li to ov§em na $kodu odezirdni a fe¢i“
(Flegl, 1929-30, s. 20). ,,Umél4 fed zndmkova musi byti naprosto vymy-
cena jako zcela neupottebitelnd® (tamtéz, s. 21).

Proti témto ndzorim vystoupil BaZil (19283, b, ¢,1930) a dal${ auto-
fi (Ivo, 1928b; B-a, 1928; ].H.S., 1928; Posuriky, 1929), ktef{ obhajova-
li znakovy jazyk jako pfirozeny dorozumivaci prostfedek neslysicich,
vhodny pro uziti na velkych shromdzdénich. Odsuzovali ordlni metodu

14 Dlouholetym redaktorem tohoto ¢asopisu byl Véclav Soulek.
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ajejirigidni zastance a tvrdili, Ze uZivani posunkové 7eci by zrychlilo vyu-
covani a metoda by se tak stala pfistupnéjsi a srozumitelnéjsi.

Shrneme-li celou diskuzi, mizZeme fici, Ze hlavni argumenty odptir-
ct znakového jazyka a jeho vyuziti ve vzdélavani byly tyto: je zastaraly
avmodernim vzdéldvani neslysicich jiZ nemd misto; sly$icim je nesro-
zumitelny; je nejednotny a neslysici si navzdjem nerozumi; zabraruje
nesly$icim naudit se hlasité fedi a uzivat ji; je nedokonaly, zdlouhavy,
nepfesny a nejednoznadny, nedokaze vyjadrit to, co fe¢ mluvend, je pou-
ze jeji ubohou ndhradou; nepouzivd skloniovani ani ¢asovani; nedokd-
zZe vyjadfit hlubsi myslenky a abstraktni pojmy. Naproti tomu obhdjci
znakového jazyka argumentovali tim, Ze se jednd o pfirozené srozu-
mitelny jazyk neslyS$icich, symbol jejich ndrodni hrdosti, navic mezi-
nérodni a srozumitelny nesly$icim raznych ndrodt. Pokud jde o vzdé-
lavani, uziti znakového jazyka by jej urychlilo a rozhodné by nezabranilo
vyuce hlasité fedi.

30.1éta 20. stoleti

Vroce 1932 doslo zfejmé k definitivnimu oficidlnimu vymyceni ¢eského

znakového jazyka z vyuky ve vSech vzdélavacich institucich pro neslysici
nanasem uzemi." Neslysici viak i naddle uzivali znakovy jazyk v intra-
kulturni komunikaci, velkou podporou jim v tom byla i stéle se rozvijeji-
ci spolkova ¢innost. Od doby vzniku Podpurného spolku hluchonémych

svatého FrantiSka Saleského v Praze v roce 1868, prvniho spolku pro

neslysici, bylo do roku 1938 zaloZeno vice nez tficet dalsich (srov. Hruby,
1999, s. 251-253). I naddle vychdzely ¢asopisy Obzor hluchonémych

(1918-1951) a Revue pro vzdéldni a vyichovu hluchonémych, na kterou v roce

1936 navazala Revue — List vénovany otdzkdm vzdéldni, vychovy a socidlni
péce o hluchonémé, nedoslyjchavé, nevyrecné a slepé (1936-1942). Kromé
toho vychdzel éasopis pro nedoslychavé Efeta (1926-1949), krdtce také

Zdjmy hluchych (1930-1940) a Ceskoslovensky neslysici (1937), ktery se

15 ,,0d pocatku skolniho roku 1932-33 vyucuje se ¢istou metodou ordlni. Posunt se
nesmi pfi vyucovéni uzivati (Novak, nedatovdno, s. 55).
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hlésil k odkazu a tradici Svépomoci neslysicich, a odborny &asopis Uchylnd
middez (1925-1944).

V tomto obdobi se objevuje jen malo textd, které pfindseji infor-
mace o znakovém jazyce, asi nejrozsdhlejsi pojednédni obsahuje pub-
likace Sedldcka (feditele dstavu pro hluchonémé ve Valagském Meziti-
&) a Zajice (ulitele, pozdéji feditele tamtéz) Hluchonémy jeho vyichova
a vzdéldvdniz roku 1934. AvSak znakovy jazyk je zde nahliZen spiSe jako
nizsi vyvojovy stupen komunikace nevhodny pro vyuku.

Pouze ¢ldnky publikované v &asopise Ceskoslovensky neslysici
vyznivaji ve prospéch znakového jazyka a autofi v nich navazuji na
star$i texty 19. stolet{ (srov. Ivo, 1937; Hru$ka, 1937). Poukazuji na to, Ze
znakovy jazyk je dulezZity pro dorozumeéni se s zdky a dobry zdklad pro
vyuku mluvené feéi. Jednalo se v§ak o ojedinélé ndzory, obecné se situa-
ce ve $kolstvi'® ani piistupy vétsiny odborniki ke znakovému jazyku
nikterak nezménily."” Pohled na hluchotu byl vyhradné medicinsky,"®
osobnost nesly$iciho byla nahlizena pouze prizmatem jeho postiZeni,
byl povazovdn za mrzéka, kterému byly Casto automaticky pfipisoviny
imentdlni{ a psychické deficity a problémy,'® zptisobené ve skute¢nosti

16 ,Ulelem odb. $kol (dstavil) pro hluch. je nauéiti hluchonémé déti mluviti a ode-
zirati, mluvené fe¢i rozuméti, dorozumivati se ji se sly$icimi lidmi a pomoci ni se
déle vzdéldvati“ (Janovsky, 1936-37, s. 39).

17 ,Posunkovi feé je prazdnd. Nemd moznosti Cerpati z nekoneéného bohatstvi
mluvnickych a slohovych utvara. Duse ditéte je vyplnéna pouze obrazy, které
chdpe zrakem ¢i hmatem. Mysleni je v plénkdch. Abstraktni pojmy mu schazeji“
(Janovsky, 193637, s. 42).

18, Proto je tak nesmirné dulezitd uzkd souinnost odbor. lékate s uditelem hlucho-
némych. Je v zdjmu nasich déti i v zdjmu nasi préce, aby dité pied vstupem do
ustavu bylo fadné vySetfeno, aby této lékatské kontrole bylo podrobeno pravidelny-
mi pfehlidkami po cely ¢as pobytu v ustavé. Na podkladé vysetfeni budiz zaloze-
na vyulovaci metoda a postup“ (Janovsky, 193637, s. 40).

19, Pé¢& o hluchonémé jest mozno rozdéliti na pédi 1. vychovnou, kterd mé hlucho-
némé dité vyrvati z dusevni temnoty a nauditi je mluviti, aby bylo schopno dalsi-
ho vzdéldni; 2. na pé¢i socidlni, kterd md hluchonémého, jako socidlné slabého,
chréniti a organisovati jeho praci; 3. na pécilékatskou. Hluchonémost je chorobny
stav, ktery se vyznacuje dvéma hlavnimi pfiznaky, defektem sluchu a schézeji-
cim vyvojem mozkovych dstfedi fedi. Jiz tato definice ukazuje sméry lékafské-
ho snazeni v pééi o hluchonémé. Hluchonémost jest vlastné druh zmrzadeni.
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nevhodnou a smyslové nepfistupnou komunikaci a bezjazy¢im. Jina-
kost neslysicich a jejich vidéni svéta jizZ nemélo byt respektovano ani
podporovéno, v nejlep$im pfipadé bylo tise pfehlizeno.

40. 1éta 20. stoleti

Obdobi 2. svétové vilky je dobou ,nadvlddy* Ustfedi péce o hlucho-
némé, jez bylo zaloZeno roku 1939 ajehoz ukolem bylo sjednotit vSech-
ny spolky a ustavy pro hluchonémé. V jeho vedeni byli mj. zapojeni See-
man, Bednéiik, Koldf a Novdk (srov. vy$e i nize) (Hruby, 1999, s. 244).
Z Casopisu pro neslysici vychédzel béhem valky pouze Obzor hluchonémych
(jeho vyddvani bylo pozastaveno v roce 1943), z odbornych ¢asopist pak
a% do roku 1944 Uchylnd mlddeZ a Revue: List vénovany otdzkdm vzdéldni
a vyichovy a socidlni péce o nevyrecné a slepé. Pokud nebyla vyuka ve $ko-
l4ch narusena valkou, byly stéle uZivany ordlni metody.*® Textd, kte-
ré by pochybovaly o sprévnosti uzivanych metod ¢i se zamyslely nad
uzitim znakového jazyka, je poskrovnu. Pokud je znakovy jazyk vibec
zminovén, pak vétSinou s negativnimi konotacemi. Pfipominaji jej
néktefi pedagogové plsobici v ustavech pro hluchonémé, napt. uditel
ustavu pro hluchonémé v Lipniku nad Bedvou Stejgerle (1940), feditel
Vymolova zemského ustavu pro hluchonémé déti v Praze Bedndtik
(1940), feditel Prazského dstavu pro hluchonémé Novak (1941), ulitelé
Vymolova zemského tstavu pro hluchonémé déti v Praze Soudek (1941)
a Svadina (1942). Zatimco Stejgerle, Bednatik a Svadina® byli rigidni-

Proto stdli lékati vZdy vedle pedagogt v popiedi pée o hluchonémé“ (Seeman,
1937-38, s. 133; srov. Lékati a ulitelé hluchonémych, 1936-37; Hrugka, 1940—41).

20 ,Ukolem $koly pro hluchonémé déti je nauciti hluché, hluchonémé i nedoslychavé
déti mluviti srozumitelné hlasitou feci, odezirati fe¢ s ust mluvicich, této feéi ro-
zuméti a dorozumivati se hlasitou mluvenou fedf se sly$icimi lidmi“ (Bedndiik,
1940, s. 103).

21 Stejgerle a Svadina byli plodnymi autory s obrovskym vlivem na odbornou vefejnost.
Ladislav Stejgerle byl nejprve utitelem v dstavu pro hluchonémév Lipniku nad Be¢-
vou, od roku 1957 pusobil v Krajském pedagogickém ustavu v Brné ve funkci vedou-
ctho oddéleni $kol pro mlddez vyzadujici zvlastni pédi, od roku 1960 byl internim
pracovnikem katedry pedagogiky UJEP v Brné, v roce 1968 pieSel na Univerzitu
Palackého do Olomouce (srov. Holou$ovd, 1990; Marek, 2005). Kromé toho, Ze je
autorem celé fady ¢ldnkd, uéebnich textd a uéebnich osnov (srov. Holou$ovd, 1990,
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mi zastanci ordlniho vzdéldvéni a odpurci znakového jazyka jakozto
nedostateéné ndhrady feci, Soudek a paradoxné i Novak pasobili smif-
livgji: ,Re¢ posunkovou —ukazovaci ptindsi si hluchonémé dité do nasi
$koly. Jediné touto fed{ miZe ndm v prvnich letech ve $kole sdélovati
své zazitky a dojmy a my jen touto muzeme v prvnich letech vniknou-
ti do jeho duse a zapusobiti na jeho nitro. Jest proto ptikazem ucite-
14 a vychovatelt hluchonémych déti, aby si u svych z4¢kd posunkové
fedi tak cenili jako jejich fe¢i matefské, aby jim nezakazovali ji pouZi-
vat, nybrz co nejvice ji vyuzili k probuzeni, péstovdni a rozvoji dusevni-
ho Zivota a rozumové ¢innosti jako nejspolehlivéjsiho a — muzeme fici,
jediného — vychovného prostfedku. Prohfesili bychom se velmi tézce,
kdybychom brénili nagim hluchonémym détem dorozumivat se mezi
sebou posunky. [...] Proto nezakazujme hluchonémym détem posun-
kovou fe¢! Takovym zdkazem potlacujeme jejich dusevni vyvoj a nutime
je, aby 7ili jako tvorové nemyslici a nemluvici“ (Novdk, 1941, s. 15-16).

Autofi nemnoha textd, které vysly béhem véle¢ného obdobi, se
v zdsadé shoduji na tom, Ze posunkovd 7ec je ptirozenou tedf hlucho-
némych déti, av§ak nepovazuji ji za rovnocennou fe¢i mluvené. Pou-
kazuji najeji odliSnou strukturu, zejména pak na vytvéteni vét pouhym
fazenim znakl za sebe, bez moznosti vyjddieni hlubsich vztahi a sou-
vislosti. Jeji vyznam pro samotné neslysici a jejich komunikaci v§ak
zcela nepopiraji.

s. 243-249), byl také autorem fady ulebnic Zdklady 7eli, které ,,témé¥ Ctyficet let
provézely vSechny zaky prvniho stupné ve $koldch pro déti se zbytky sluchu a ve

$koldch pro neslysici (Huddkovd, 2009, s. 112). Stanislav Sva¢ina udil nejprve ve

tfidé pro hluchonémé na Karlové, poté v Dolni Lukavici u Plzné a az do roku 1958

ve Vymoloveé ustavu v Praze Radlicich. Kromé toho vedl logopedické kurzy, kurzy
odezirdn{ a pracoval také jako asistent na pedagogické fakulté. Byl prukopnikem

logopedie, ¢lenem ptipravného vyboru Ceské logopedické spole¢nosti. V letech
1937-1948 byl redaktorem ¢asopisu Obzor hluchonémych a v letech 1936-1942 ¢a-
sopisu Revue — List vénovany otdzkdm vzdéldni, vyichovy a socidlni péce o hluchonémé,
nedosljchavé, nevyrecné a slepé. Byl velkym znalcem historie vychovy a vzdélavani
neslysicich. Publikoval vice nez 150 pojednani o sluchové postizenych ¢i vadné
mluvicich. (srov. Stencovd, Hajek & Kovatovi, 1998).
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Pielom 40. a 50. let
Po stdtnim pfevratu v unoru 1948 doslo u nds k likvidaci spolkové
¢innosti zdravotné postizenych, v roce 1949 spolky byly slouceny do
Usttedni{ jednoty invalidd. Ta pfevzala také viechny ¢asopisy a od
roku 1950 je sloucila jen do dvou: Zpravodaj Ustiedni jednoty invalidii
a Prdce invalidii (srov. Hruby, 1999), Obzor hluchonémych vychézel pou-
ze do roku 1951. Uchylnou mlddez nahradily po vélce Pedologické rozhledy
(1945-1948) a Ndpravnd pedagogika (1949-1950). V roce 1948 doslo také
k zestdtnéni a kategorizaci $kol, byla zavedena povinnd $kolni dochdz-
ka pro neslysici. Skolsky zakon? rozdélil $koly pro sluchové postiZené
na Skoly pro déti hluchonémé, skoly pro déti se zbytky sluchu, skoly pro
déti nedoslychavé a $koly pro hluchonémé a méné nadané (srov. Hruby,
1999, 5.190). Tato diferenciace pak trvala vice neZ étyficet let, ale nemé-
la zdsadni vliv na metody uzivané v jednotlivych skoldch, ty byly stale
vyluéné monolingvalni a nejdulezitéj$im cilem vychovy a vzdéldvani
neslys$icich byla mluvend fe¢ a integrace do slysici spolednosti (srov.
Huddkovd, 2009). Piesto se stdle ¢as od ¢asu ozyvaly nékteré hlasy,
které usilovaly o znovuzatazeni znakového jazyka do vyuky.
V roce 1950 probéhla na strdnkéch ¢asopisu Prdce invalidi rozsdh-
la diskuze, kterou odstartoval Stejgerleho &ldnek Slovo nebo posunek?
,»V posledni dobé se ¢astéji pfetidsala otdzka vhodnosti posunkové feci
[-..] pro neslysici, a to pfedev$im v kruzich nesly$icich, av§ak i mezi pra-
covniky v péci o neslysici. Ozvaly se dokonce hlasy, volajici po zave-
denit. zv. ,tichych‘ metod (pomoci posunové fe¢i) do vzdéldni hlucho-
némych, ktefi jsou u nds vzdélavdni, pokud je to jen trochu mozné,
methodou ordlnf{ (t.j. v hldskové fedi)“ (Stejgerle, 19504, s. 76). Tvrdi,
zZe posunkovd 7e¢ nenaplriuje zdkladni funkce fedi, neni mozné ji vyu-
zit k dorozumivdni se spole¢nosti, neni plnohodnotnym ndstrojem
mysleni a nemuze byt ani ndstrojem a prostfedkem vzdéldvani, av§ak
nevylucuje jeji uziti ,,pfi prvopocdateénim vzdélani déti hluchonémych
v fedi hldskové” (tamtéz, s. 77). S timto souhlasi i My$ka (1950, s. 101)

22 Z3kon & 95/1948 Sb. ze dne 21. dubna 1948 o zdkladni upravé jednotného $kolstvi.
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a pozaduje, ,aby néktery ustav pro hluchonémé byl specialisovén pro
vychovu téch méné schopnych methodou posunkovou®.

Zcela novétorské argumenty na podporu znakového jazyka a jeho
pouzivéni ve vyuce pfinesl tajemnik Ustfedni jednoty invalidd Autedni-
ek (1950), ¢lovék neangazovany v problematice vychovy a vzdéldvani
neslysicich. Jako jeden z mala stavél mysleni, ziskavdni védomosti
a porozuméni psanému textu nad schopnost pouzivat hlasitou mlu-
venou fe€. Navic zcela pregnantné vystihl situaci, ve které se ocitl Cesky
znakovy jazyk, a popsal divody jeho stagnace. A co je dulezité, pova-
zoval ho za skute¢ny jazyk, i kdyz strukturné odli$ny od &estiny. Pou-
kdzal na malé dspéchy oralni metody, kterd zcela potlacila posunkovou
7e¢, ¢imz zpusobila jeji hlavni nedostatek, , Ze jest pouze nedokonalym
ndstrojem mysleni, [coZ] neni nakonec vlastné nicjiného nez bumerang,
ktery se vraci tam, odkud byl vrzen. Vzdyt kazd4 fec, a to je pro kazdého
zcela jasné, je produktem také mysleni téch, kdoz ji uzivaji. A jestlize
je dnesni posunkovd feé neslysicich jen téZkopddnym a nedostaluji-
cim ndstrojem mysleni, je zfejmé a jasné, Ze nynéjsi Skolské metho-
dy nedovedly zjemnit myslen{ neslySicich tak, aby si vynutilo samo-
dinnym, soubéznym vyvojem vznik dokonalejsi gestikulaéni soustavy.
Nechceme vylucovat neslysici z narodni pospolitosti tim, Ze bychom
je neseznamovali s jejich matef$tinou. Zatim v§ak nepouzivame vSech
moznosti, abychom upfesnili jejich my$leni, a ddvdme jim napt. ve $ko-
le jen 27-30 % onéch elementdrnich védomosti, které zde ziskavd dité
sly$ici“ (Aufednilek, 1950a, 127-128).

Stejgerle (1950b) v§ak tyto argumenty popird a odmitd rovnost
hldskové a gestikulacni 7eci. Do diskuze se postupné na obou strandch
zapojujiineslysici a ohluchli étenéfi (Tesdrkovd, 1950; Kladivovd, 1950;
Veckovd, 1950 aj.). Zajimavéjsi je vak pFispévek Ucitelé hluchonémych
k otdzce posunkové 7eli (1950), ktery vznikl na celostdtnim semindfi
uditelstva zvlastnich $kol v Ivancéicich. Uditelé v reakci na uvefejnéné
¢lénky podrobné probirali otdzku posunkové 7eci a odpovidali na otdz-
ky redakce Casopisu Prdce invalidii. Domnivaji se, Ze podle védeckych
nazorl je posunkovd fe¢ hluchonémych skutecnou fedi, ,produktem tvir-
¢iho intelektu hluchonémych osob [...], av§ak svou vnitfn{ stavbou
[-..] zcela odli$nd od struktury fedi sly$icich osob (od mluveni):|...] co
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vyjadfime nékolika slovy spojenymi béznou mluvnickou vazbou, to
musime v posunkové feci vyjadfovat zdlouhavym opisem a pfesto
zUstava vyjadieni nepfesné” (Uéitelé hluchonémych k otdzce posun-
kové fedi, 1950, s.198).%° Utitelé zdtraztiuji dva tikoly vzdélavani, prvni
z nich — trvaly rozvoj dusevnich schopnosti hluchonémého — by byl
mozny zvlddnout pomoci umélé posunkové reci, av§ak druhy — uzptso-
bit hluchonémého tak, aby byl rovnocennym partnerem v lidském kolek-
tivu— by se stal nesplnitelnym. Naproti tomu ordlni metoda fesi oba tyto
aspekty, ackoliv zvlddnout fec sly$icich je samoziejmeé velmi obtizné.
Pfesto udlitelé tvrdi, Ze pfirozend posunkovd re¢ je béZznym pomocnym
prostfedkem ve vyufovéni pro hluchonémé normdlné nadané a ve skole
zvl4stnije jeSté vic zdUraznéna. Neni zakazovdna ve vzdjemném styku
74ka, pfestoze se rodiCe obdvaji, aby se dité nenaudilo ve $kole posunkiim.

Ndsledné se do diskuze zapojili téZce nedoslychavi autofi Pivorika
(1950), Lipa (1950) a Zeman (1950), ktefi poukdzali na nedostatky
oralni metody, kterd je zdlouhavd a obtiznd. Navrhli postupy, jejichz
prostfednictvim by se pozvedla droven posunkové eci, kterd by nasledné
mohla byt zafazena do vzdéldvani.** Dospéli k zavéru, Ze by se mélo
vyucovat ordlni metodou a pro doplnéni povSechného vzdéldni vyu-
zit ,posunkové fedi, kterou chceme péstovat a zdokonalovat tak, aby
nebyla pouhym torsem, ale feci, kterd je s to vyjadfiti ty nejjemnéjsi
vyrazy a abstraktni pojmy tak, aby neslys$ici mohli mezi sebou mluvi-
ti jako lidé kultivovani a nebyli odkdzani na nepatrnou zdsobu slovni,
kterou si pomoci ordlni methody ptinesli ze $kolnich lavic“ (Zeman,
1950, s. 223).

23 Odkazuji také k dopisu J. V. Stalina soudruhtim Bélkinovi a Furerovi z 22. erven-
ce 1950, ve kterém ,pfirovnéava ,jazyk gest‘ k motyce a ,zvukovy jazyk‘ k soudobé-
mu pdsovému traktoru s pétiradlicovym pluhem a traktorovou se¢kou® (Uéitelé
hluchonémych k otdzce posunkové fedi, 1950, s.198).

24 Pivorika (1950) navrhuje zfidit pokusnou t¥idu, kde by se vyucovalo smiSenou me-
todou a prokdzalo by se, Ze déti neprospivaji hife ani ve $kolnich pfedmétech, ani
v hlasité mluvé.
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Zuvefejnénych ¢lankd vzesla otdzka, ,jaky by mél byt pomér mezi
fedi a posunkem ve vychové hluchonémych, aby byl zajistén nalezity
vyvoj hluchonémych“ (Ludvik, 1950, s. 268).

Redaktor Nop (1950) shrnul diskuzi a rozdélil diskutujici na dvé
skupiny. Prvni ddvaji pfednost metodé ordlni a usiluji, aby byl nesly-
$ici rovnocennym partnerem v lidském kolektivu, druzi sice pfiznédvaji
dulezitost ordlni metody, ale navrhuji ji doplnit posunkovou reci a vyu-
Zit ji zejména pro vysvétlovani a rychlejsi nabyvani znalosti. Zavérem
redakce Prdce invalidii ve shodé s Usttedni jednotou invalidd navrhuje
Ministerstvu $kolstvi, véd a uméni, aby svolalo spole¢nou schuzku
odbornika z fad uditelt i neslysicich, na které by byla prodiskutovdna
otazka $irStho pouZiti posunkové reci ve vyuéovani hluchonémych.

Tato porada byla nakonec svoldna na 13. bfezna 1951 a zucastnili
se ji zdstupci Ministerstva prace a socidlni péce, Vyzkumného ustavu
pedagogického, Sociodiagnostického ustavu, Logopedického ustavu,
Krajského pedagogického sboru, Ustfedni jednoty invalidd, Spolku
pro pédi o hluchonémé v CSR,* sdruZeni rodit a ptatel $koly a uditel-
ské sbory prazskych dstavi pro hluchonémé a Casopisu Prdce invalidii
a Obzor hluchonémyjch (Tyl, 1951; Slovo nebo posunek? 1951).

Porada byla vedena referentem Ministerstva $kolstvi, véd a uméni
Ludvikem. Stanovisko Ustiedn{jednoty invalidd tlumo¢il ve svém refe-
ratu Aufednicek, ktery se domnival, Ze ordlni metodu je tieba doplnit
metodou posunkovou a tou zprostiedkovat hluchonémym Cestinu, a tim
je ,ptipravit pro prakticky Zivot tak, aby se nestdvali jen pomocny-
mi pracovniky manudlnimi, ale aby jejich vzdéldni bylo rozsiteno tak,
aby mohli zastdvativyssi a odpovédnéjsi funkce a aby mohli plné sle-
dovat dnesnivyvoj spole¢nosti“ (Tyl, 1951, s. 75). Vznesl tyto pozadavky:

,»1. aby byla pfirozend fe¢ posunkova pouzivdna pro usnadnéni vyu-
covéni na vSech stupnich skol; 2. aby bylo zavedeno samostatné vyu-
¢ovani posunkové fedi jako zvlastnimu pfedmeétuy; 3. aby byly zfizeny

25 Tento spolek spolu s ¢asopisem Obzor hluchonémych zanikd v roce 1951 (Hruby, 1999,
5.175).
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kursy posunkové fedi pro uditele®® a 4., aby MSVU dalo podnét ke stu-
diu posunkové feéi na vysoké $kole“ (Slovo nebo posunek? 1951, s. 1).
Tento ndvrh rozpoutal diskuzi, do které se zapojilo mnoho odborni-
ka, z nichZ mnozi, zejména pedagogové, se k nému stavéli negativné
(napt. Svadina, Soudek, Bednéiik, Seeman,Veseld), jin{ ho naopak pod-
pofili (napf. Zeman, Myska, Tepld, Kladivovd, Bazil). Zastupkyné Minis-
terstva prace a socidlnich véci a Sociodiagnostického ustavu vyjad-
tily nazor, Ze ordlni metodu nelze opustit, ale méla by byt doplnéna
posunkovou feci. Zastupci rodicu a pratel Skoly se kategoricky vyslovi-
li proti jakékoliv zméné dosavadni vyucovaci metody, zatimco rodice
dospélych neslysicich trpce litovali, Ze kdysi mivali stejny ndzor a neu-
moznili svym détem uZivani posunkové eli a ty ted nemaji dostatecné
vzdélani na to, aby se mohly uplatnit v praktickém Zivoté.

Vysledek debaty byl nasledujici: ,1. ordlni metoda je nezbytny
predpoklad pro zapojeni hluchonémych do budovatelského kolektivu,
2. posunkova fe¢ jako pomocny prostiedek je nutnd, zejména u mensich
dét{ a kde to jinak nejde z jinych divoda“ (Slovo nebo posunek? 1951,
s.2). Tyl (1951) se domniv4, Ze argumenty pfiznivcd posunkové reci byly
presvéd(ivéjsi a podporené skvélym vykonem tlumoénikd.

Soudek (1951a) se nésledné pokusil osvétlit ndzory pedagogt
avysvétlil, proc¢ se neslysici musi naudit fe¢i slysicich ve formé mluvené
nebo psané, coz je pro né i pro uclitele velmi obtiZny ukol. Porovnaval
vyvoj a uroven fe¢i a mysleni Sestiletého slySictho ditéte, které md ukon-
Ceny zakladni vyvoj feci a mysleni a rozviji ¢teni a psani, a hluchonémého
ditéte, které vnimd svét kolem sebe jako némy film bez zdkladnich p¥i-
¢innych souvislosti a zad¢ind se namdhavé udit mluvit. Za téchto zti-
zenych podminek nemize ani mimofddné nadané dité dosdhnout
fedové trovné slysiciho, srozumitelné psét a s porozuménim &ist.”’

26 Dle Tyla (1951, s. 75) méla byt tifast na téchto kurzech zvld$t honorovéna u sou-
Casnych uditelt a u budoucich uéitelt by znalost posunkové reci méla byt samo-
zfejmym kvalifika¢nim pfedpokladem.

27 Knot (1951, s. 2) upozoriioval, Ze neni mozné, aby normdlné nadany neslysici (od
narozeni hluchy) mluvil a rozumél stejné dobfte jako slySici, ,je to asi totéZ jako
chtit po jednonohém, aby zdvodil se zdravym ¢lovékem.”
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Posunkovd 7e¢ mu navic neposkytuje Zddnou oporu pro ovlddnuti
mluvené fedi, protoze md naprosto odliSnou vnitini skladbu, a tim
vlastné prekdzi pfi rozvoji spisovné, gramaticky spravné fe¢i. Mysleni
v posunkové ve¢i mé za ndsledek neporozuméni textim ve spisovné
fedi, kterd se stdva jen fadou slov beze smyslu. Hluchonémi pouziva-
ji posunkovou 7ec¢ v kontaktu mezi sebou, pokud by se uzivala i ve $ko-
le, byli by ji obklopeni stéle a neméli by v podstaté Zaddny prostor pro
rozvoj fedi mluvené. ,Napada mé pfirovndni, jako bychom chtéli nau-
Citcizince druhé fedi tim, Ze bychom mu o ni pfevazné vyklddali vjeho
matef$tiné a Ze bychom se pe¢livé starali a véude mu pomohli, jen aby
mél co nejméné prileZitosti druhé fedi pouzit. Kdo by se potom chtél
divit jeho nedspéchim?“ (Soucek, 19513, s. 2).

Soudek (1951b) zakondil celou debatu, shrnul zdvéry Mildnské-
ho kongresu a vyhodnotil vysledky ordlni metody. Nezastiral, Ze ne
vsichni Zaci se naudi upotiebitelné mluvit. Pokud hluchonémy nezvld-
dé vyslovnost, je mozné fe¢ mluvenou doplnit nebo zcela nahradit
fedi psanou, ale nejdalezitéjsi je osvojit si mluvnicko-slohova pravidla,
nejen slovni zdsobu, nebot je potfeba umét v této feci myslet. I kdyby
hluchonémf ziskali formou posurikii vécné vzdélani nejvyssiho stupné,
nebyli by schopni se vyjadfovat slovem nebo pismem. Znovu opakoval,
Ze te¢ posurikovd ma zcela odli$nou vnitfni skladbu, kterd brzdi mys-
leni v fedi mluvené a znesnadriuje porozuméni é¢tenému a mé prednosti
pouze pro styk mezi stejné postizenymi. Pro vélenéni hluchonémého do
spolecnosti je nutné zvlddnout mluvenou fe¢ slovem nebo pismem.
Soucek pfichdzi se zcela novym ndvrhem pro hluchonémé: ,at zkusi
preformovat fe¢ posuiikovou podle zdkonitosti fe¢i mluvené, aby se
fe¢ posurikovd po strance mluvnicko-slohové kryla s myslenim v feci
spisovné, a nardz budou odstranény vSechny piekdzky a stiZznosti, ze
hluchonémi se vyjadfuji (slovem nebo pismem) nesrozumitelné, Ze
nerozuméji ¢tenému a pod.“ (tamtéz, s. 2). Po této upravé by se posunék
mohl stit hodnotnou pomtickou p¥i vyuéovani.?®

28 K tomu srov. znakovand ¢estina (Macurovd, 2017b).
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Na zdvér diskuze zvefejnil Myska (1951) anonymizovany vytah ze
soukromého dopisu uditelt neslysicich, zastdnct uzivani posunkové
7eci ve vyucovani. Ti tvrdi, Ze posunkovd rec je ptirozenou feci hluchého
ditéte a muze byt pomocnym prostfedkem i v rdmci ordlni metody,
nenarusujicim vyuku odezirdni. Pokud se ucitelé zbavi pfedsudka,
mohou se posunkovou 7e¢ naucit stejné jako jiné cizi 7eci. Na zdkladé
svych zku$enosti uéitelé uvedli, Ze kombinovand metoda podd neslysi-
cim mnohem vice poznatkd, nebotisebenadanéjsi hluchonémy ,nikdy
nebude mysliti slovy jako sly$ici, nybrz posunky“ (Mys$ka, 1951, s. 163).
Navrhuji, aby posunkovd re¢ byla zvla$tnim pfedmétem pfi odbornych
zkouskdch uditeld a aby jeji znalost byla povinna.

Ackoliv v celé debaté zaznélo nékolik novych — nebojime se fici
pokrokovych —ndzort a muzeme vycitit jistou zménu i v postoji nékte-
rych uditelt ke znakovému jazyku, celkove ve vzdélavacich pfistupech
kvelkym proméndam nedoslo. Vystizné tento vysledek diskuzi shrnuje
pozdéji Bedndiik (1966, s. 101): ,Jen tak mimochodem, vzpomindm si,
Zevr.1950 se velmi energicky zacala zduvodiiovat a zdaraziiovat ,pry*
nutnd potfeba zavedeni posunkové fe¢i do vyucovani neslysicich déti.
Bylo nékolik porad. Nakonec k tomu nedoslo. Pfece jen zvitézil rozum!“.

Zavér

Diskuze probihaly i ve druhé poloviné 20. stoleti, doba temna v$ak

trvala dlouhych sto let. Vzdéldvani neslysicich bylo redukovano na

mechanicky ndcvik artikulace a vyuku mluvené feéi, rozvoj mysleni

a ziskdvani novych védomosti a dovednosti byly upozadény; znakovy

jazyk byl v ilegalité. Hlasy volajici po vyuziti znakového jazyka ve vyu-
ce se zacaly dostdvat do poptedi az v 80. letech v souvislosti s filozofif

totdlni komunikace. Cfm d4l vice autorti se nebdlo postavit proti dlouho

platnym neotfesitelnym dogmatim a publikovalo odvadzna tvrzeni

o tom, ze mySsleni neni nutné vazano jenom na mluvenou fe¢ a dité

se muze zcela norm3dlné rozvijet i prostfednictvim znakového jazyka.
K velkému zlomu v pohledu na metody vzdélavani neslySicich vSak
doslo aZ po revoluci v roce 1989, kdy se zac¢inal prosazovat bilingvaln{

a bikulturni pfistup, jehoZ cilem je poskytnout ,mensinovému ditéti

stejné kongitivni, socidlni a vzdéldvaci Sance, jako ma dité vétsinové®



300 Historia scholastica 1/2024 10 Lenka Okrouhlikova

(Macurovd, 1993/1994, s. 13), respektovat jeho jazyk, jinakost a kul-
turu, umoznit mu pfirozeny rozvoj mysleni, kognitivnich schopnosti
a funk¢ni gramotnosti na zdkladé smyslové pfistupného jazyka — Ces-
kého znakového jazyka.
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In 1938, twelve-year-old Jewish boy
Jonatan Burak wrote a futurological
story. The text was published in “Maty
Przeglad” [“Little Review”], which
was a supplement to the newspaper

“Nasz Przeglad” [“Our Review”]. The

journal was intended for children and

young people from the Polish-Jewish
intelligentsia and published between 1926 and 1939. Its initiator was
Janusz Korczak/Henryk Goldszmit: a Polish-Jewish pedagogue, doc-
tor, writer, and social activist. The “Little Review” was read and edited
mainly by Jewish children, but was also read by Polish, while it was
intended to build a sense of essential for Korczak, dual Polish-Jewish
identity in its readers (Wojnowska, 2023). Young authors, who wrote
for “Maly Przeglad”, sent articles to the editorial office not only from
Warsaw, where the editorial office was based, but also from other places
(Landau-Czajka, 2018). Its journalists were recruited from Jewish back-
grounds writing in Polish, but often from working class families with
low cultural capital. Initially intended for young children, later, when
Igor Newerly became the main editor, it became a magazine for youth.
As calls for radical socio-political changes increasingly appeared in its
pages, the magazine was subjected to systematic state censorship. Itis
difficult to say something about its audience, but it was certainly read
by both individual children and by peer groups and school classes. Kor-
czakintended it as a pretext for the formation of a wider community of
writers and readers: a community of young people initiating not only
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new insights into social life, but also new practices in the form of cul-
tural and social initiatives.

Jonathan’s story came from Réwne, a small village in the vicinity
of the capital. On the front page of the 1938 issue, Jonathan told of his
great dream, which was a happy future in 1942. In this imagined year,
Jonathan was to witness an extraordinary event: the universal recon-
ciliation of mankind. As he wrote, “News reached us that after a gen-
eral meeting of the presidents and kings of the whole of Europe, after
the signing of the acts and after the solemn oath taken by them, the
border posts were smashed, and all the people of all nationalities shook
hands.” (MP, 1938/34, p. 1). ““We have had enough of wars, blood and
hatred! We want reconciliation!’ they shouted”. “Joy was universal.”
(p. 1). History wrote, as one knows, a different script. In August, in the
year 1942, dreamt up by Jonathan, the greatliquidation of the Warsaw
ghetto began. It was the year when Janusz Korczak [Henryk Goldszmit|
died together with his children in the Nazi death camp in Treblinka.

Today Korczak is a well-known figure. As an educator working for
the “humanistic-democratic approaches” in education, he occupies
his rightful place in textbooks of academic pedagogy (Marhaim, 2017,
p. 427). He can also be found in many texts on the history of children’s
rights. Korczak s a popular patron of public and non-public schools in
Poland, and he is also the patron of numerous alternative education
initiatives. This results in a frequent trivialization of his thought and
a feeling thatitis exclusively historical. Meanwhile, Korczak/Goldszmit
was more than an outstanding representative of his time. His opposi-
tion to war was not a simple moral reflex. On the contrary, it had com-
plex historical, biographical, and philosophical significance closely
linked to the Polish and European historical context, which needs to
be understood to reconstruct the significance of his unprecedented
activity. In my article, I would like to look at the cultural, social, and
political origins of Korczak’s pacifism against the background of Pol-
ish and European culture at the time. I also would like to demonstrate
that the war and the accompanying humanitarian crisis had a funda-
mental impact on Korczak’s social philosophy. It also had an impact
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on the “Maly Przeglad” he initiated — a newspaper created by chil-
dren against the culture of violence. In my article, I want to not only
deal with the Small Review project. I want to make a “thick descrip-
tion” of it (Geertz 1973) and thus situate it in the field of various dis-
courses of interwar Poland, for without this context its radical char-
acter is not understandable.

Korczak’s Wartime Biography

Asis well known, Korczak’s times were closely linked to the turbulent

history of Central and Eastern Europe. Even before the Second World

War broke out, Korczak had lived through three wars and one revolu-
tion: the Japanese-Russian War, the Polish-Bolshevik War, the First

World War and the October Revolution. On 8 March 1917, Korczak wrote

about a boy he had decided to take care of. “His name is Stefan. His

mother died when he was 7 — he can’t remember his mother’s name.
His father was in the war, in captivity, or killed. He has a 17-year-old

brother who is in Tarnopol. He lived with his brother, then with sol-
diers, for six months in a shelter. The shelters were opened by the asso-
ciation of cities, they are run by just anyone. The government allows

teaching or forbids it. It’s not a boarding school, but a garbage dump,
where they dump children, a wasteland of war, the sad waste of dys-
entery, spotted typhus, cholera, which sweeps away parents, especially
mothers only, because fathers are fighting for a new division of the

world. War is not a crime, it’s a triumphal procession, a feast of fiends

crazed from the drunken wedding.” (Korczak, 2007a, p. 18).

Korczak met Stefan in Kiev. There he took care of children hurt by
the revolution, war poverty, hunger, and orphanhood. He watched
with anger the stupidity of the institutional representatives who sent
children who were hungry and sick a “regional embroidery instructor”.
Goldszmit wrote extremely provocatively about the blood sacrificed in
the war. “Blood [...] is easy to give — they drill a hole; it flows by itself. Any
scribe will make a whole pool —butit’s not enough to print papers. You
must rebuild, build up, plough, forest, mine; you must [...] feed orphans,
bring them up, you mustdo a lot!” (Korczak, 2008c, p. 10). There were
many war orphans in Kiev at the time. Transported later to Poland, in
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not much better conditions, malnourished and neglected, they often
did notlive to adulthood. For example, of the 40 children transported
from the Vilnius area to the city’s orphanage by the well-known Pol-
ish social activist Stefania Sempolowska, none survived. Sempotowska
could not understand why the Legislative Parliament of the young Pol-
ish state enacted a budget that “allocated 45 million marks for prison
and military purposes, but only 3 million for the care of two million
abandoned and orphaned children” (Peziriska, 2017, p. 39). It was in
this context that Janusz Korczak’s philosophy of education emerged as
one of the most radical social thoughts of the 20th century (Mencwel,
2009). Korczak was not only a philosopher laying the foundations of
children’s rights, the impetus for which would be the humanitarian
crisis caused by the First World War. As a scientist and practitioner, he
sought to formulate the foundations of a future civil society for which
war is the greatest threat.

Both Korczak and the “Maly Przeglad” he created operated in con-
ditions that meant either war or the humanitarian crisis caused by it.
This dimension of his reflection is generally overlooked. For example,
in the UNICEF brochure on the rights of the child, one can read that
in relation to them “the breakthrough came in the twentieth century
and the events that permanently changed the fate of the world. But
before the old continent plunged into war, the early years of this cen-
tury saw the birth of the concept of childhood as we know it from the
work of Janusz Korczak. Born in 1878 under the name Henryk Gold-
szmit —Janusz Korczak became a symbol of the struggle for children’s
rights. And although today’s approach to children’s rights differs some-
what from those presented by Korczak [...], undoubtedly his concepts
and thinking about the child were innovative and revolutionary for
the times in which they were born” (Prawa dziecka. Edukacja o prawach
dziecka, p. 11). The narrative present in the UNICEF brochure is not
entirely correct. The First World War, and later the Second, were not
the first armed conflicts in Korczak’s life. Moreover, between the wars,
brutal violence against children was an everyday and common occur-
rence. “When one has lived a long time — Goldszmit wrote in 1930 —
one has seen many terrible misfortunes: one’s eyes are closed as far as
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one can see, one’s addiction is not to look, one’s heart is compressed —
and one would like to escape and not think about it. I have seen three

wars. I have seen the mangled, who have had their arms torn off, their

stomachs pierced so that their bowels come out. I have seen facial and

head wounds —wounded soldiers, adults, and children. But 'm telling

you: the worst thing you can seeis a drunken man who beats a defense-
less child, when the child drives his drunken father and asks “Daddy,
Daddy, come home” (Korczak, 2011, p. 22).

Post-war Violence against the Most Vulnerable Ones

At the beginning of the 20th century, many children lived in extreme
poverty in Poland and, more broadly, in Central and Eastern Europe.
They were deprived of proper care and necessities. The institutions of
systematic, state-run social care were only just taking shape. After the
First World War, the situation of children worsened dramatically. They
were the least sighted victims of armed conflicts and the all-pervasive
economic crisis at the time. Poverty, hunger, unemployment, abysmal
sanitary and hygienic conditions resulted in high child mortality rates,
especially for those from peasant and working-class backgrounds.
Their rights to development and education were also not respected.
The Geneva Declaration of the Rights of the Child, formulated in 1923,
focused on ensuring the basic protection of children’s rights in order
that they could be protected from incidents or from the misconduct
of adults. The formulation of this important document, however, had
a small influence on reality. For many communities, including indi-
gent, war-affected, unemployed, or sick representatives of Jewish com-
munities, the document had no meaning.

The oft-repeated visions of the pre-war activities of Korczak and
his pupils as an undisturbed activity for the emancipation of child-
hood, brutally destroyed by the Second World War and the Holocaust,
had little to do with his professional maturation. Korczak wrote the
first part of his work How to Love a Child, published a year after Poland
regained its independence, in a military hospital. His pupils were usu-
ally children who had experienced war, the painful refugee wandering
and allits consequences. Their histories were published in Wspomnienia
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z malerikosci Dzieci Naszego Domu w Pruszkowie [Memories of Littleness
from Nasz Dom’ Children in Pruszkéw] written down after World War I
and compiled by Maria (Maryna) née Rogowska Falska, who collab-
orated with Korczak. The mobilization of fathers, their disability, the
illness of family members caused by malnutrition, lack of work and
dire living conditions are constant themes in children’s memoirs. For
example, little Wacek recounted how he was sent alone to the coun-
tryside for a year by his family because of the war. The farmers he
worked for beat and starved him. Wacek did not want to complain to
his mother so as not to worry her. When he heard her promise that

“after the war” he would return home, he ran away to his family. When
he returned, his mother let him stay in Warsaw (Ciesielska & Puszkin,
2007, pp. 97-102).

Due to the war, Stasiek P.’s family also emigrated. The mother and
her three children went to the countryside and looked for any work
there. The family was robbed and soon lost all means of livelihood
(Ibid., pp. 102-104). Another of Falska’s interlocutors, Henio, recoun-
ted how in Warsaw, during the German occupation of the city during
the First World War, his family “ate potatoes from the rubbish heap”
meant for pigs. Moving in with extended family was not a good solu-
tion. Henio boasted that he sometimes got noodles laced with oil and
paraffin, but he complained that he was beaten there. Another Falska’s
interlocutor, little Olesia told that “When the Germans were about to
enter” (p. 114), she fled with her mother to the east. The wandering
lasted a very long time, as the railways were periodically out of ser-
vice because of the war effort. After some time, the family returned to
Warsaw, but soon afterwards “daddy was taken to the war, and daddy
caught a cold. And he went to hospital. And he got sick with lung dis-
ease. And they couldn’t cure daddy, they brought him home. And daddy
still lived at home for a year, and he died” (p. 119).

Jézio told how “one day war broke out” (p. 120). To the family’s
relief, his father turned out to be too old to move to the warfront. As the
Germans approached Warsaw, “airplanes and zeppelins began to fly
over Warsaw”. As J6zio recounts, “And I, at that time was in the back-
yard. I saw that an airplane was coming over our house, and I rushed
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into the hallway. I managed to cross the threshold and there was a ter-
rible bang. Behind the fence a cloud of smoke rose and all the panesin
the windows blew out. I rushed into the flat out of fear, I look around
and my mum is shaking with fear, because my mum thought that the
bomb had fallen on our house. And next to that tenement house there
was our farmer’s factory [...] and this German airplane wanted to drop
abomb on that factory, but it didn’t make it, and the bomb fell on the
signboard of the garden, because there was a garden with a signboard
right there. At that moment a girl was walking by, and a piece of the
bomb hit her in the arm, and she fell. A man jumped up, squeezed her
hand tightly and the shrapnel came out of her hand, and he took her to
the emergency room”. “Because of this scare”, Jézio finished the story,
“my mother lost the power in her hand” (p. 121).

The reborn Polish state struggled for along time with the effects of
the war and the poverty that accompanied it. Numerous contemporary
intellectuals commented on the dire economic and social state of the
young Polish state. As Wladystaw Jenner, a Polish economist, wrote:

“The cataclysm of the World War, turning vast areas of Poland’s lands
into lands of ruins, ruins and graves, tore up and ultimately disturbed
the balance of our economy, sustained by the heaviest sacrifices, in
a way that then demanded hecatomb sacrifices of society and the state
under construction” (Jenner, 2017, pp. 161-162). Added to this cata-
strophe were the “infantile diseases of a young democracy”. These dis-
eases were not few. Jenner included among them: “the predominance
of the revolutionary spirit over the organizational spirit, class hatreds
and blunders, rampant factionalism, diverting attention from eco-
nomic matters and absorbing social forces and resources, social reck-
lessness, premature and misguided reforms, blindly followed but ruin-
ing production, public treasury, currency and social morality” (p. 162).

The mood of interwar optimism in young Polish state was accom-
panied by gloomy diagnoses and dramatic appeals from those involved
in monitoring the current social situation. For example, as Tomasz Jan-
iszewski, Minister of Health of the Second Republic, involved in build-
ing the foundations of social hygiene, noted in 1924: “It must be trus-
ted that times will come when mankind will mature and see clearly
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enough to direct all its forces, endeavors, abilities and work in the dir-
ection indicated above, instead of wasting its strength on destroy-
ing hitherto achievements of culture and exterminating each other in
humiliating and insulting bloody wars against humanity” (Janiszewski,
1924, p. 5). In the same year in which Korczak published How to Love
the Child [Jak kocha( dziecko] Janiszewski drew attention in his article
Najpilniejsze zadania administracji publicznej w obecnej dobie [The Most
Urgent Tasks of the Civil Administration in the Present Era] to the epidem-
ics of tuberculosis, spotted fever and typhus, especially among children
(Janiszewski, 1919, pp. 1-32). Janiszewski put the blame on “the tragic
devastation of the population of villages and towns as a result of war-
fare and the ruthless victualling policy of foreign armies fighting on Pol-
ish soil” and described scale of poverty, unemployment, overcrowding
and dwellings, malnutrition, lack of warm clothing and means of heat-
ing, shortage of medical aid and medical supplies (p. 10).

Therefore, Korczak’s and his pupils were children whose lives were
permanently experienced by trauma. Its cause was the war or its direct
and indirect consequences. In the 1930s, due to the ongoing economic
crisis, the living conditions of children deteriorated drastically. This
was particularly true in the countryside and in the large industrial cit-
ies, where unemployment levels were high. The economic background
of Jewish childhoods was shown, among other things, by the biograph-
ies collected by the Vilnius JIWO research centre. In the light of these
testimonies, Jewish youth often suffered from hunger, were victims of
anti-Semitic riots and domestic violence. They dreamt unsuccessfully
of education, social advancement, and a world in which they could be
full participants. Their political and social radicalisation stemmed from
a sense of powerlessness and being invisible (Cala, 2004).

European Apologia for War

To understand Korczak’s thought properly and to embed it properly in
the discourses of the period, itis necessary to consider the fact that the
1920s and 1930s were an ambivalent time in Poland. On the one hand, it
was a time of great hope due to the regaining of independence. On the
other hand, it was a time of growing class, worldview, ethnic, religious,
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and national conflicts. The social unrest was not something unpreced-
ented on a European scale. Inter-war Europe was an era in which, as
Modris Eksteins wrote in his book Solar Dance, “murder, extremism
and intolerance were everywhere” (Eksteins, 2012: 78). They resulted
in a growing parliamentary crisis in most European countries, a civil
war in Spain, a wave of strikes caused by recession and unemployment,
many anti-Semitic unrests as well as the high-profile political murders:
President Gabriel Narutowicz (Brywczyniski, 2017) in Poland and the
leading representatives of the KPD Karl Liebnecht and Rosa Luxemburg,
the first finance minister, centrist Matthias Erzberger, and the liberal,
foreign minister — Walter Rathenau in Weimar Republic (Miiller, 2014).

At this time a children’s and youth journalism, unprecedented in
the world, developed on the forum of the “Maly Przeglad” initiated
and directed by Korczak. The young journalists of the magazine were
eager to speak out on political and social issues. They wrote about
poverty, co-operatives, pervasive violence in the public space, and
the cult of violence that worried them. They also wondered how the
social world could be improved to eliminate war from it. This dis-
course became dominant in the “Maly Przeglad” in the 1930s. As the
young reporter Kuba H. wrote: “We already know how it is done and
where it is going. Shirts, rifles, maneuvers, the right talk and reading
until the young people’s skin thickens, their souls turn grey, and their
hands become calloused. Then you can let off the leash the hosts of
youth arranged to hunt their own country and — hunt down the dic-
tatorship” (MP, 1935/38).

Interestingly, Kuba H. stigmatized narratives that were quite com-
mon at the time. The cult of the healthy, athletic national or class body
was popular in fascist European narratives. Just as popular was the cult
of technical progress serving to administer the human ‘mass’ as a new
historical subject. The fascination with war as a supposed source of
power and as a tool for constructive revisions of the social world was
presentin the narratives of the radical left and right. It also accompan-
ied interwar art in the broadest sense, regardless of the political con-
victions of its creators. In the art of the time, war was clearly aesthet-
icized. It was not infrequently understood not only as a “challenge to
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culture”, but as “true culture”. It was assumed that war, as a new cul-
ture, was meant to reveal the real potential of man. It was to be an act
of transgression, an instrument for abandoning compromised social,
cultural, and political structures.

Nationalist expressions of these views are well known today. In
1936, Oswald Spengler considered the technique of the armed hand
as the origin of culture. He also accepted that the predatory Faustian
culture, created for permanent struggle and creativity, epitomized, by
Germany represented the apogee of the civilizational development of
the West (Spengler, 1976). This discourse was by no means the mono-
poly of a nationalizing Germany. In Poland in 1939, even before the
outbreak of the Second World War, Marian Reutt wrote in the booklet
The Military Education of the Nation that “Humanity consists of nations
fighting each other. This struggle is an eternal phenomenon”. In the
same pamphlet, Reutt attacked the pacifists and the League of Nations
for irrationality and utopianism. He also criticized them for working
against the “dynamism of modern man” (p. 3) and his creative ergo
conquering impulses. “The Europe of today, and more, the world as
awhole”, as he noted, “is the image of a reality shaped by chiefs and
militarily organized nations. Consequently, the intensity of the will
to war is increasing. The nations feel the whiff of a historical storm.
They are preparing for it. They are militarizing themselves spiritually,
politically, socially, and economically. We are undoubtedly witness-
ing the emergence of a military culture. Categories of military think-
ing are making their way into science, bringing in new and invigorat-
ing elements. In a word, the world is becoming an arena for some kind
of outsized unleashing of the powers of war” (pp. 2—3). This discourse
was also like Ernst Jinger’s one. In his work Die totale Mobilmachung
(On Total Mobilisation), Jinger wrote of war as a “universal mobiliz-
ation for action”, an “intensification of life” forcing hitherto passive
people into “supreme activity”. Similar discourses also appeared on
the left, especially among academics and artists including the Surreal-
ists, Futurists and Dadaists.

In other words, pacifist attitudes, so close to Korczak and his pupils,
were rare at the time. Both in Poland, in Polish and Jewish circles, and
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in Europe, they were often regarded as ridiculous or unrealistic. For
example, Roger Caillois, associated after the war with the anti-fascist
movement, stated in Man and the Sacred, also published in 1939, that
total war was one of the cultural universals like a “festival”. Caillois
described war positively as “a unique moment of concentration” and
“a period of vigorous socialization” when people “share instruments,
resources, and powers in common. They interrupt the time during
which individuals separately occupy themselves in very many differ-
ent domains” (Caillois, 1959, p. 166). In other words, conflict, and war
as a necessary engine of development since Hegel inculcated in the
imagination of both right and left thinkers determined the political
thinking of the first half of the twentieth century.

Korczak against War
In the difficult times between the wars, Korczak wrote a text entitled,
like Eksteins’ later book The Rites of Spring. It was, however, an ironic
title. Korczak was arguing against the apologia of brutal vitalism made
in Stravinsky’s work. He also opposed the idea of breaking with the
fetters of civilization, so popular at the time, which was accused of
repressing human instincts. The subject of Korczak’s article was war as
“mud”, “filth” and more broadly the crash of the civilizational order. As
he noted: “History is an unprincipled teacher that teaches badly, edu-
cates badly, deceives inspection with the semblance of order and pro-
gress. Butitalso has a task! To direct an unruly band of nations unpun-
ished, stubborn, greedy, and malicious. Everyone has a full mouth of
merits and advantages; every lecher wants to be a primate” (Korczak,
2008c¢, p. 9). The image of nations as immature students is worth com-
paring with another passage also from Korczak’s writings. Itis a short
report from Zyrardéw of 1918 and concerns the end of the First World
War. ,In the factory halls, the great halls, on all floors stretchers with
the wounded. Children distribute tea to them, crawling or leaping over
the wounded and the dead. In the hospital — they die of cholera. Death

there and here.” (p. 7).
This image is based on a poetics of inversion. Here are nations,
although living longer than their citizens, are immature students. As
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such, they bear the responsibility for their own mistakes through their
children as the youngest. The deconstruction of the dichotomy of the

rational, mature adult versus the irrational, immature child was a fre-
quent theme in many of Korczak’s statements. “Researchers have ruled,”
he wrote, “that the mature man is guided by motives, the child by
drives, the adult logical, the child narrated in a deluded imagination;

the adult has character, a fixed moral countenance, the child entangled

in a chaos of instincts and wants. They study the child not as differ-
ent but as a lower, weaker, poorer mental organization. Ostensibly:

adults all —learned professors. And adult bigotry, parochial views and

beliefs, herd psychology, superstitions and habits, the reckless acts of
fathers and mothers, the whole from the bottom-up inadequate adult

life. Carelessness, laziness, dull stubbornness, thoughtlessness, adult

absurdities, follies [...].” (Korczak 2007b, pp. 13-14).

The child in the evoked picture from wartime Zyrardéw was not
only a victim of warfare. It was a paradoxically active subject. Firstly,
it was an instantiation of justice and responsibility. It was the child
who ordered adults to come to their senses. Secondly, it was agent
also in the sense that it was capable of sacrifice and caring practices.
Korczak referred to caring activities as the ultimate, everyday hero-
ism. Attributing caring skills to the child in relation to the irrespons-
ibility of adults was at the time an intellectually daring provocation.
So was Korczak’s formulation of contemporary upbringing. “Modern
upbringing is permeated by the principle that the educator is respons-
ible for children before society. We wish to base upbringing on prin-
ciples where the educator would be responsible to the children for soci-
ety” (Korczak, 2008b, p. 196).

Korczak, like Maria (Maryna) Falska who collaborated with him,
saw numerous examples of children’s responsibility. He also tirelessly
documented them, which was an unprecedented practice at the time.
For example, the solidarity participation of children in family concerns
was noted by Korczak in one of his reports. Under the ironic title Beau-
tiful Film, he wrote: “Saturday morning. On the field of the House of
Orphans, a hundred children — little ones, middle-aged, youngsters:
girls and boys — so many different, and together they play in many
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groups, gently giving way, kindly supporting, exchanging a friendly
word, a favor, a warning, a smile. [...]A moment of cheerful faith in

the future. Alas (Experimentally stated). When you call one out of the

amused bunch, and throw in a question ‘What’s going on at home?

How'’s your health? Sister, brother? How’s the job, earning, living?’
the child becomes quiet, lowers his head, his face becomes serious,
his mouth contorts in a painful spasm, his eyebrows cloud together —
and tears well up in his eyes. One must ask neither them nor oneself.
For a burden of sorrow will roll down. Right next to the festive mer-
riment — grim, everyday pain” (Korczak 2008a, pp. 174-175). In his

journalism, Korczak also repeatedly returned to the subject of war. In

the text Spring and the Child, he stated: “It seemed: after this war, no

adult would ever again dare to hit a child for breaking a glass or inter-
rupting the serious mood of a school lecture. It seemed that, with head

bowed and eyes fixed on the ground, we would walk past the children —
we —responsible for this unleashed madness” (Korczak 2017, p. 17). In

Korczak’s view, it was the children who embodied the conscience of
humanity, and it was they, not the war, who could be the perpetrat-
ors of civilizational revision.

“Maly Przeglad” against Violence
“Maly Przeglad” was Korczak’s response to rape and violence directly
or indirectly provoked by war or by a situation of systematic exclusion
of specific social groups. Created with children, the newspaper was an
attempt at moral education, which is, as Sara E. Efron notes, not done
“through books or direct teaching, but through living and engaging
authentically with moral values” (See Efron, 2015, pp. 43—44). The basis
of this project was the conviction that aggression, which is dangerous
for social life, does not come from a pure desire for violence. Rather, its
cause is the institutionalization of aggression. Violence is born out of
a systematically constructed sense of moral superiority. This causes the
victim of violence to begin to be treated as an object of ethically legit-
imate intervention. Effective counter-violence is therefore not about
opposing the situation when it occurs. Violence begins earlier, at the
point when one side of an argument stereotypes the other and causes
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a group of people who are ethnically, religiously, or philosophically
different to be treated as alien and not requiring any effort of under-
standing from the rest of society.

Korczak understood much earlier the mechanism analyzed in rela-
tion to the causes of the Holocaust by Zygmunt Bauman. Bauman
described the spiral of unleashing anti-Semitic violence through three
stages. The first stage involves the systematical stereotyping of the
Other. The Other begins to be presented through mass propaganda
not as a neighbor, a friend, but as a distant, depersonalized repres-
entative of an alien species with whom it is impossible to establish
any valuable social ties. The second stage is that the Other is reduced
in the social imagination to a generalized figure of the “alien”. Con-
sequently, he or she begins to be legally and physically separated from
the dominant society. This stage makes the subsequent extermination
possible because it renders it invisible and does not violate anyone’s
moral feelings. The third stage is based on the physical extermina-
tion of people who have previously been discursively and then insti-
tutionally excluded from the human order, which is governed by eth-
ical duties (Bauman, 1989, pp. 22-30).

Korczak had already noticed in the interwar period that violence
does not only happen in the final stage of wartime extermination. He
also noticed that its basis is not only national, ethnic, or religious dif-
ferences. Violence begins in the first stage: when people use stereotypes
of others in the public space to justify their moral superiority, indif-
ference to their needs, disregard, hatred, or contempt. “Maly Przeglad”
fought against these very mechanisms. It therefore exposed all the ste-
reotypes by which children could order and value the world of their
own experience and divide it into Jews and Christians, poor and rich,
boys and girls, teachers, and pupils. Thus, for example, its pages pub-
lished texts by young Jewish reporters who had emigrated to Palestine.
On the one hand, the young authors described the realization of the
dream of a country of their own. On the other, however, they tried to
understand the Arab population (Landau-Czajka, 2018, pp. 323-359).

Although the Little Review had a discreetly Zionist orientation, it
devoted a good deal of attention to Europe and its geopolitical order.
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In its pages appeared such childish discussions of such concepts as
the Panueropa project created by Richard Coudenhove-Kalergi. It was
about this diplomat that one little journalist wrote that “he hasno time.
He has to travel around many countries, persuading people to agree to
a Pan-Europa. So that there would be a united Europe without borders
and wars” (MP, No. 283, 1926, p. 4). The young journalist emphasized
with approval the fact that Coudenhove had a dual identity, for his
mother was Japanese, and that he not only “met many nations”, but
“loves” both Europe and Asia (Ibidem).

As Korczak wrote in the “Maly Przeglad”, “The most difficult thing
to explain, which is, after all, so simple, is that all people are equal, that
all are brothers. Often readers write about this in their letters, often
surprised that adults, rational and experienced, cannot arrange things
in such a way that there are no wars, that there are no quarrels, that
things are good. They do not know how difficultitis to reconcile black,
yellow, and white people, how even whites are divided into nations,
nations into classes, Fighting and anger everywhere. The rich grieve
against the poor, the poor against the rich. Even schoolmates quar-
rel, the older classes disrespect the little ones, the little ones envy the
older ones, boys accost girls, even brothers and sisters, parents and
children do not always live in harmony. It is better than it was. One
must hope that it will be even better, better, and better” (Korczak, 1927,
p- 1). Korczak’s pacifist appeal invoked the duty of hope as an import-
ant virtue of public life, in which violence and hatred were becoming
rampant. However, this duty was to be based on the systematic build-
ing of a new basis for public communication and a radical expansion
of the forum of its participants.

Children were to be invited to the space for the exchange of opin-
ions and thoughts. However, this invitation was a difficult and risky
experiment. For itinvolved confronting children with social and polit-
ical life as primarily a domain of differences, tensions, and conflicts.

“Maty Przeglad” was intended to educate children to a public sphere
based on a systematic effort of mutual understanding in a world defined
primarily by violence, antagonism, and conflict. Korczak did not believe
that aggression and war could be permanently removed from political
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and social life through moralistic appeals for its cessation. To build

a society free from rape and persecution, it was necessary, in his view,
to work systematically towards a space of communication friendly to

human differences. This space was to neutralize disputes and tensions

by systematically revealing, exploring, taming, and defusing them. In

other words, contrary to stereotypical interpretations, “Maly Przeglad”
was not a domain for more, or less spontaneous children’s expressions.
From the outset, it was a radically normative project. It was to serve

not only the mutual coexistence of expressions by Polish and Jewish

children, from large and small towns, poor and wealthy. Above all, it

was to be a stimulus for reflection on what divides and what unites

people and why the differences and similarities between them evoke

such different emotions, attitudes, and perceptions.
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Vychovatelna neni

trestni ustav. Cinnost
vychovatelen v Libni,
Ri¢anech a na Vinohradech
do roku 1918

Magdaléna Sustova? Zivot rodiny ve velkych pramyslo-
a Prague City Museum, Czech Republic V}"Ch aglomerac{ch se v prﬁbéhu
sustova@muzeumprahy.cz prvnich dvou tfetin 19. stolet{ drama-

ticky proménil — zejména v rodindch
DOI 1015240/tul/006/2024-1-013 o . g T
méné kvalifikovanych délnikt muzi

postupné ztraceli pozici vyhradniho

zivitele rodiny; osudy jejich ¢lent ovliviiovaly i silici negativni jevy,
jako bylo gamblerstvi, alkoholismus, pohlavni nemoci ¢i problémové

chovani déti a dospivajicich, které v nékterych pfipadech pferost-
lo v drobnou kriminalitu. Jisté to nebyly nové fenomény, ale pravé
ve velkych méstech se stavaly viditelnéjsimi a jejich dasledky pfinasely
negativni vliv na Zivot celé aglomerace. Fenomén ndrtstu negativnich

spoledenskych jevu lze sledovat v celé Evropé i USA; byl dusledkem

jednak industrializace a s ni spojeného pfesunu obyvatelstva z ven-
kova do mést, jednak ndrtstu populace — v letech 1869-1910 se pocet
obyvatel Cech zvy$il z 5106 069 na 6 769 378 (Historicky lexikon obci
Ceské republiky, 1. dil, 2006, s. 18). Kofeny problémi obvykle vézely
ve $patné socidlni situaci a dysfunkéni rodiné déti a nebyly vyhradnim

problémem méstskych aglomeraci, s obdobnymi obtizemi se potykaly
i venkovské obce. Snahy o fesen{ téchto negativnich spolecenskych
jevt lze vidét v implementaci raznych legislativnich opatfeni i vyraz-
vyuce, kterd méla déti vést mj. k pracovitosti (Kasper, 2015, s. 79 nn.),
nafizené v rakouské monarchii roku 1774; i prodlouzeni povinné $kolni
dochdzky a reforma celého $kolského systému v roce 1869. V prubéhu
dlouhého 19. stoleti prochézi velkou proménou i pfistup k mladistvym
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chovajicim se problémoveé — zatimco na jeho poédtku se dospivajici
dostavali do véznic spolu s dospélymi, ve druhé poloviné 19. stolet{
vidime snahu budovat specializované vychovné ustavy a véznice pro
mladistvé. V prvni poloviné 19. stoleti se pomoci problematické mla-
dezi ujali ptedevsim filantropové, jednim z nejzndmé;jsich byl Johann
Heinrich Wichern a jeho hambursky Rauhes Haus (zal. 1833), znéhoz
vzeslo hnut{ tzv. vnitinich misii, které inspirovalo ndsledovniky i ve
Velké Britdnii. V ¢eském prosttedi byly sice ¢inné Jednota pro blaho pro-
pusténych kdranct mladistvych (v Praze od roku 1836) a Ochranovna
pro zanedbanou mlddez (oteviena v Brné roku 1848), ovsem kapacita
téchto spolkovych zatizeni k feSeni problému naprosto nepostacova-
la, ani tak filantropické hnuti podobné Wichernovym vnitinim misim
nevzniklo. Ceské ustavy tak tézily z Wichernovy préce zprosttedkované
o padesatlet pozdéji, a to diky studijni cesté prvniho feditele vychova-
telny v prazské Libni Leopolda Peka. Nizkd mira vyvijeni filantropické
¢innosti v rakouské monarchii v§ak v padesdtych letech 19. stoleti sou-
visiis vlddnim neoabsolutismem, ktery nepfal vzniku spolka.
Problémy kriminality mlddeZe v zdpadoevropskych zemich narts-
taly v prubéhu prvni poloviny 19. stoleti do té miry, Ze filantropicka
¢innostjiz kjejich feSeni nestacila a bylo nutné zavést novou legislativu.
Ve Francii byl zdkon o ndpravné vychové mladistvych a zfizovani pfi-
sludnych ustavi vyddn vroce 1850 (Cervinkové-Riegrovd, 1887, s. 212),
Velkd Britdnie vydala zdkony o umistovani déti do Reformatory Schools
a Industrial Schools v letech 1854 a 1857 (Godfrey, Cox, Shore & Alker,
2017, s. 28) a Némecko roku 1878 (Cervinkové-Riegrovd, 1887, s. 221).
Rakousko-Uhersko nejenze pfijalo podobnou legislativu az v letech
1873 21885 (Halifov4, 2012, s. 170), ale navic ¢eskd zemska sprdva, kte-
rd méla tato natizeni realizovat, oteviela prvni polepSovnu v Kosto-
mlatech aZ v roce 1888 (Tamté%, 2012, s. 179-181), moravskd zemskd
sprédva dokonce jesté o rok pozdéji (Hlava, 1931, s. 98). Divodem zpoz-
déni v zakladdni vychovnych ustavi pro zanedbanou mlddez v Rakou-
sko-Uhersku je opozdéna industrializace, takze vySe uvedené nega-
tivni spolecenské fenomény fesily Ceské zemé pozdéji nez zemé zdpadni
Evropy. Pfijeti feSeni zfejmé brzdily i spory mezi ustfedni a zemskou
vlddouinedostatek financi (Halifovd, 2012, 5. 169). Velkym problémem
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rakousko-uherského pravniho systému péée o potiebné déti (lhostejno,
zda se jednalo o sirotky, opusténé & tzv. mravné zpustlé déti) bylo bii-
meé finan¢nich ndkladd, které nesla tzv. domovskd obec. BéZné se tak
stdvalo, Ze mensi venkovské obce nemély dostatek financi na zabez-
peceni potfebnych déti, a ani okresy, které mély byt obcim podle chu-
dinského zdkona ndpomocny, v této otdzce nevynikaly aktivitou (Smo-
likov4, 2015, s. 83 nn). Velkou pomoc pfedstavoval vznik Zemského
sirotétho fondu (1902), ktery do systému socidln{ péce ptinesl vice
finanénich prostfedkd, a Zemskych komisi pro ochranu ditek a péci
o mlddez (1908; vznikly samostatné komise ¢eskd a némecks), které
predstavovaly tmelici prvek v dosud roztfi$téné pomoci filantropickych
spolkt (Halifov4, 2012, s. 222-230).

Pti vzniku vychovnych dstavt pro problémovou mlddez v jednot-
livych evropskych zemich se obvykle pfihlizelo k zdvaznosti spachanych
prohfeskt a dochdzelo k jejich diferenciaci. Ve Velké Britanii tzv.
Industrial Schools pecovaly o déti ve véku 7-16 let z tzv. ohroZeného
rodinného prostiedi nebo déti mladsi 14 let, které se dopustily méné
zdvazného trestného ¢inu. Reformatory Schools byly uréeny pro mla-
distvé do 16 let, kteti se dopustili trestného ¢inu (Godfrey, Cox, Sho-
re & Alker, 2017, s. 28); ve Francii byly dstavy rovnéZ rozliSeny podle
zdvaZnosti spachaného deliktu (Cervinkov4-Riegrovd, 1887, s. 212-213).
Nejinak na tom byly i Ceské zemé, kde existovaly polepSovny a vychova-
telny ¢i ochranovny. PolepSovny byly na konci 19. stolet{ zfizovany
zemskou spravou, déti sem byly umistény z rozhodnuti soudu, rodi¢a
& poruénika (Halifovd, 2012, s. 185). Vychovatelny zfizovala v tomto
obdobi samosprava (i spolky, chovanci sem byli umistovani vétsinou
na zddost rodicd, poruénikd, pfipadné obce. Extrémnim, ale legisla-
tivné piipustnym procesem bylo vyuziti institutu zbaveni otcovské-
ho préva, kdy dité bylo odebrano z rodiny a pfeddno do ustavni péce
(Sustovd, 2022b, s. 87). Lisil se i zplisob price s chovanci, denni re%im
v polepSovndch pfipominal spiSe vézeni (Halifov4, 2012, s. 183-209),
zatimco vychovatelny pouzivaly citlivéjsi pfistup. Rozdilny p¥istup
obou typt instituci k chovancim nejlépe ilustruje uZziti télesnych tres-
tl —zatimco v polep$ovndch byl uzivéan, aby chovanec pocitil fyzickou
bolest a zdroveti poniZeni pfed ostatnimi (Halifov4, 2012, s. 200),
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ve vychovatelnéch se jej snazili pouzivat co nejméné, nebotjejich vedeni
si bylo védomo, Ze fada chovanct by se po vyprasku vici vychovate-
lim pouze zatvrdila (Zpréva o vysledcich, 1899, s. 10). Jak ov§em uvi-
dime na ptikladu prazskych vychovatelen, navzdory stejnému nazvu
se ustavy od sebe lisily.

Iniciativy v feSeni kriminality mladistvych v prazské aglomeraci
se chopilo hlavni mésto Praha, v jehoz blizkém okoli vznikala pramys-
lova pfredmeésti. Vroce 1869 méla prazskd aglomerace 270 389 obyvatel,
o 41let pozdéjijiz 667 664 (Historicky lexikon obci Ceské republiky, I. dil,
2006, s. 60). Hlavn{ mésto Praha proto k 1. 9. 1883 otevielo Prazskou
vychovatelnu v Libni, a jak ptthodné upozornil jeji prvni feditel Leopold
Pek, stalo se tak 50 let po zfizeni némeckého ustavu Rauhes Haus (Prvn{
sjezd Ceskych filantropt, 1890, s. 24). Liberisky dstav se stal vzorem
pro zastupitelstvo okresu Kralovské Vinohrady' pii zaloZeni Okresni
vychovatelny arcivévodkyné Alzbéty (oteviena 29. 3. 1886), a jelikoz
obé zafizeni byla urena pro chlapce, hlavni mésto Praha vybudovalo
s vyznamnou pomoci mecenase Aloise Olivy a jeho choti Louisy jesté
Vychovatelnu manZel Olivovych v Ri¢anech (v provozu 0od 18.10.1896),
vni% byly dvé tfetiny kapacity uréeny divkdm, zbyld chlapctim. Uéelem
této studie neni zabyvat se podrobnostmi vzniku, fungovdni a zdniku
téchto instituci; zde si dovolim odkdzat na své pfechozi prace, které
jsem vénovala vinohradskému a libefiskému tstavu (Sustovd, 2022a, b;
Sustovd, 2023a, b) a vnichZ také popisuji vysokou miru destrukce jejich
archivnich fondd, kterd brani detailnimu pozndni jejich historie. Jak
ukazuje soucasny stav mého baddni, v lep$im stavu nejsou ani zdroje
tykajici se ficanské Olivovny. Cilem této studie je pfedevs§im kompa-
race ¢innosti vSech tfi vychovatelen a objasnéni role Leopolda Peka,
ktery byl ustanoven sprdvcem (pozdéji feditelem) Prazské vychova-
telny v Libni pfi jejim otevieni a navrhl jeji kazdodenni provoz a préci
s chovanci. Vychdzel pfi tom z poznatkd, které nacerpal béhem studijni
cesty po némeckych vychovnych ustavech uskuteénéné od bfezna do

1 Okres Kralovské Vinohrady se v roce 1901 rozdélil na okresy Zizkov a Kralovské Vi-
nohrady. O ndklady na vychovatelnu se posléze okresy délily.
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Cervna 1883 (Pek, 1885). Rok 1918 byl pro tuto studii zvolen jako mez-
nik kvli zméndm v organizaci socidlni péce souvisejicich se vznikem
Ceskoslovenska, které v pfipadé hlavniho mésta je§té umocnil vznik
tzv. Velké Prahy k 1. 1.1922.

Studijni cesta po ustavech v Némecku nebyla ndhodn4d, v dobé
Pekovy ndvstévy zde mélo fungovat asi 300 zafizeni pro zpustlou mla-
dez (Pek, 1885, s. 81). V Pekové cestovnim itinerdfi byl i Wichernem
vybudovany hambursky ustav Rauhes Haus. Béhem ndvstév rizné
velkych zafizeni si Leopold Pek v§imal pfedevs$im vzdélavdni déti
ajejich zaméstndvdni, ddle moznosti spole¢né vychovy chlapci a dév-
¢at a kontaktd chovanct s rodinami. Sledoval i praktické zaleZitosti
jako stav a rozmisténi ustavnich budov; slevy z istavnich poplatkd pro
nemajetné rodiny & vek, ve kterém byli chovanci a chovanky propusténi.
Samozfejmosti bylo hodnoceni pedagogické prace, kdy je zminiovano
pevné, ale zarovern laskavé vedeni, které sice zcela neopoustélo uziti
fyzickych trestd, ov§em nepouzivalo je jako dominantni prostfedek (Pek,
1885, s. 18). Vyznamnd byla i pozornost vénovand moZnostem price
s propusténymi chovanci. Z dochovaného archivniho materidlu liben-
ského a ficanského ustavu, které Leopold Pek ved], vidime, Ze poznatky
shromdzdéné na této cesté bohaté vyuzil pfi prici v obou vychova-
telndch. Velice dlezitou soucdsti Pekova vychovného konceptu byla
spolupréce jeho manzelky Kamily, kterd od roku 1888 zastdvala funkci
hospodyné a podilela se na kazdodennim provozu vychovatelny (Pek,
1894, s. 14). Nenf zcela jasné, zda tento koncept vychdzel z Pekovych
némeckych zku$enosti, nebo byl vysledkem pusobeni prvni hospo-
dyné liberniské vychovatelny — sle¢ny Evy Hanouskové, jejiz prace si
nanejvyse cenil (Pek, 1894, s. 10). Koncept manzelského péru, kte-
ry stél v Cele ustavu, pfenesl Pek i do ficanské Olivovny a zachovin
zustal i v liberiském udstavuy, do jehoz Cela se po jeho odchodu posta-
vili manzelé Dobnerovi. Tento koncept ,ndhradni rodiny“ byl navzdo-
ry nemalému poétu chovancii, ktefi byli umisténi v Libni a Ri¢anech,
uspésny — z dochovanych zminek je patrné, Ze ¢ast chovancu zustala
s Ustavnimi p&stouny v kontaktu i po opusténi tstavu (Sustova, 2022b,
s. 121; Jelinek, 1980, s. 32—34). Bohuzel az na drobné zminky neexis-
tuje detailnéjsi svédectvi o pedagogické prdci zminénych dam, sdm
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Pek nejvice popsal pusobeni Evy Hanouskové. Pro uplnost dodejme, Ze
manzelské pary stdlyive vedeni Okresni vychovatelny na Kralovskych
Vinohradech (Sustov4, 2023b) a Chlapecké vychovny v Hradci Krélové,
zf{zené roku 1910 (Koritenskd, 2018, s. 88—89).

Vsechny tfi vychovatelny vznikly pro pomoc détem s problémovym
chovanim, které rodina nebyla schopna ¢i ochotna fesit. Zatimco vSak
liberisky a vinohradsky ustav pracoval ve svych pocdtcich s chlapci, kte-
i{ za sebou méli jiZ drobny prohfesek (obvykle zd$kol4ctvi, potulku &
drobné kradeze), fi¢ansky ustav se soustfedil na pomoc détem, kte-
ré ,teprve“ ohrozovalo zanedbdvdni péce nebo byly opusténé ¢i osi-
felé (Stanovy, 1903, § 2). Dé&ti ze socidlné ohroZenych rodin oviem
nebyly jedinymi, které potfebovaly pomoc vychovnych dstavu. Jiz
béhem otevteni vychovatelny v Libni se objevila i snaha o zfizeni tzv.
penziondtu — zafizeni pro problémové chlapce z funkénich, dobfe
situovanych rodin, ale 15 chovanct potfebnych k jeho otevieni nebylo
nikdy pfihld$eno. Mezi chovanci libeniského ustavu se mi podafilo
identifikovat tfi chlapce, ktefi pochazeli z materidlné zajisténého,
spofadaného zdzemi, ale rodina z riznych divodua zazddala o umisténi
v ustavu (Sustovd, 2022b, s. 113-114).

Ustavy se od svého otevieni snaZily vymezit mistni pfislu$nost déti,
kterym bude pomoc poskytnuta — libenskad i vinohradska vychova-
telna zprvu deklarovaly pééi o déti ptislusné do Prahy, resp. okresu
vinohradského; v Ri¢anech byla péle uréena détem z obci v Krdlov-
stvi Ceském, jejichz rodice byli kiestané, ptip. rodice byli bez vyzndni,
ale déti pattily do nékteré z kfestanskych cirkvi. Liberisky a vinohrad-
sky ustav zacaly po nékolika letech existence pfijimat rovnéz chlap-
ce z celych Cech, protoZe jim byly udéleny zemské subvence (Sustovd
2022b, 5. 92-93; Prvni vyroéni zprdva, 1887, s. 48). Podle statistiky z roku
1908 bylo z dosavadnich chovanct liberiského dstavu 146 ptislusnika
prazské obce, 208 pak mimoprazskych; ve vinohradské vychovatelné
v roce 1906 nilezelo 53 chovanci do domdctho okresu, 45 do jinych
okresti (Sustova, 2022b, s. 93).

Naklady na zfizen{ a provoz dstavu v Libni a na Vinohradech nes-
lo mésto Praha a vinohradsky okres. Jak bylo pro dobu vzniku typické,
liberisky a vinohradsky ustav sidlily v adaptovanych budovéch, a sice
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na Liberiském zdmku a v usedlosti Feslovka na Kradlovskych Vinohra-
dech. Teprve vletech 1906-1907 dostala Prazskd vychovatelna v Libni

nové vystavénou budovu &p. 830/VIII v Libni.? V ptipadé fi¢anského

ustavu zakoupil pozemek Alois Oliva, ktery pfispél dal§imi 50 000 zl.
na stavbu budovy (Vychovatelna, 1907, s. 5), zbytek ndkladt na vystav-
bubudov uhradilo mésto Praha a chod byl financovan z vynosu Nadace

A.aL. Olivovych. Jak se ukdzalo béhem prvnich 10 let existence ustavu,
tyto finanéni prostfedky nepostacovaly, a tak vychovatelné poskyt-
lo ptij¢ky mésto Praha, které také zacalo za své chovance hradit zave-
deny oSetfovaci poplatek, jehoz dhrada byla vyzadovdnaipo ostatnich

obcich, do nichZ chovanky a chovanci p¥isluseli (Vychovatelna, 1907,
s.54-57). VSechny tfi vychovatelny mély formélné stanoveny ro¢ni ose-
tfovné, nicméné pravidla dovolovala pozddat o ¢dsteéné & uplné pro-
minuti thrady z dGvodu nemajetnosti, k cemuz také hojné dochdzelo

(Sustovd, 2022b, s. 92). Ustavy sice dokdzaly generovat zisk z hospod4i-
stvi, ovSem pouze v ptipadé Olivovny se jednalo o vyznamnéjsi ¢dstku

(Zprava, 1903, s. 31; Vychovatelna, 1907, s. 58; Sustova, 2022b, s. 93-94).
Pfesto na rozdil od zemskych polepsoven vychovatelny nepronajimaly
chovance soukromnikiim na prdci (Halifov4, 2012, s. 193). Kapacita

vychovatelen byla dosti rozdilnd —nova budova libeniského ustavu byla

vybudovdna pro 72 chovanct (Zpréva o vyvoji, 1908, s. 20); vinohrad-
skd vychovatelna mivala 25-26 chovancu, Olivovna mohla pojmout az
120 déd (80 divek, 40 chlapct; Vychovatelna, 1907, s. 9).

Zisadni je otdzka, jaci chovanci se do ustavt dostdvali, jak dlouho

a pro¢ v nich pobyvali. Jak jiz bylo uvedeno, vychovatelny v Libni a na

Krilovskych Vinohradech ptijimaly pouze chlapce, Olivovna byla

uréena pro déti obojiho pohlavi. Liberisky i fi¢ansky ustav si vymi-
niovaly mentdlni a fyzické zdravi déti; vinohradskd vychovatelna si
sice podminku duSevni zptsobilosti nekladla, ale z celkového poctu
191 chovanct bylo mozné identifikovat dva, ktefi byli po krdtkém
pobytu propusténi pro nemoznost je v ustavu vychovévat (s nejvétsi

2 Budova se dnes nachdzi v aredlu prazské Fakultni nemocnice Bulovka, jedna se
o pavilon ¢. 4 — plicni.
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pravdépodobnosti bylo déivodem mentaln{ postiZeni).’ V Libni byli
zprvu prijiméni chlapci mezi sedmym a ¢trndctym rokem, pozdéji byla
vékovd hranice zvy$ena na desaty aZ &trnécty rok. (Sustovd, 2022b,
s. 89-90). Do vinohradského tstavu byli na poédtku ptijiméni chlapci
mezi $estym a ¢trndctym rokem (Z4kladni pravidla, 1885, s. 4), v roce
1906 je poprvé zminéno pravidlo nepfijimat chlapce star$i deseti let
(X. zprdva, s. 31). Ri¢anskd Olivovna nepfijimala déti stars{ deseti let
(Stanovy, 1903, § 8, s. 5). Co se tykd délky pobytu v tstavuy, i zde jsou
ur¢ité rozdily. Liberiskd a vinohradska vychovatelna zprvu chovan-
ce propoustély ve chvili, kdy si vedeni ustavu bylo jisté, Ze se chlap-
ci nevrati k problémovému choviani. Vinohradsky ustav v roce 1899
poprvé zmiriuje praxi, Ze pfijati chovanci byli propusténi az po dosa-
zeni ¢trndctého roku, kdy dokondili povinnou $kolni dochdzku (Zprava
ovysledcich, 1899, s.16). Ri¢ansky ustav mél od po&dtku pravidla nasta-
vena tak, Zze chovance propoustél ve ¢trnacti letech, chovanky odchdze-
ly kolem Sestnéctého roku (Stanovy, 1903, § 17 a 18, s. 6-7). Rozdilné
zachdzeni s chlapci a divkami bylo ddno tim, Ze chlapci odchdzeli do
uleni; divky, které se obvykle ptipravovaly pro kariéru sluzebnych
apotfebné dovednosti ziskdvaly v dstavu, byly propustény tehdy, kdyz si
vedeni bylo jisté, Ze nejsou zcela naivni v Zivoté mimo dstav. Z drobnych
zmén ve v€ku pfijimanych chovancua vidime také postupnou proménu
v zaméfeni na skupinu déti, kterym dstav pomdhal. Zatimco Prazskd
vychovatelna v Libni se od pocatku soustfedila na chlapce s problé-
movym chovanim —byti zde byla velmi mald ¢ast chlapct umisténa ze
socidlnich davoda — u vinohradského dstavu vidime uréity posun od
péce o podobné chovance, jako byli liberisti, k pomoci détem, jejichz
vychova byla ohroZena ¢i se rodina potykala se socidlnimi problémy.
Zda to bylo zptisobeno ndsledovdnim vzoru Leopolda Peka, ktery v roce
1896 odesel z Cela ustavu v Libni do vedeni Olivovny; nebo se jednalo
o reakci na potieby vinohradského okresu, nelze uréit. Ri¢ansky tstav
se od pocdtku vice orientoval na poskytovani socidlni péée mens$im

3 Jednalo se o chovance ¢. 65 Viclava Hefmdnka a chovance €. 170 Josefa Urbana.
Fond 2351 Okresni vychovatelna a soukromd obecn4 $kola Kralovské Vinohrady,
matriky &. 2 a 4. AMP, Praha.
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détem, bytizde byly umistény déti s problémovym chovdnim. Shrnu-
tim zpusobu pfijimdni a propousténi chovanct vychovatelen jsme
¢astecné odpovédéliina otdzku délky pobytu—vidime, Ze odchod své-
fenct fi¢anského a v urcitém ¢asovém useku i vinohradského dstavu
nebyl zdvisly na jejich chovani, ale byl ddn dosazenim pfedepsané-
ho véku. V ptipadeé libenské vychovatelny toto omezeni nefungovalo
ave vétsiné ptipadi muzeme hovofit o délce pobytu jako o dobé, kterd
byla potfebna k ndpravé chovance. Jelikoz se v§ak nedochovaly ustavni
matriky, jsme pfi vyhleddvdni udaji odkdzani na publikované vyroéni
zpravy, kde je délka pobytu uvddéna ponékud vagné. Dulezity byl také
vek, ve kterém se chlapci do ustavu dostali — obecné 1ze fici, Ze ¢im poz-
déji se do ustavu dostali, tim del$i byl potfebny ¢as k jejich ndpravé.
Zohlednovany vsak byly i dalsi okolnosti, jako byla napf. doba, kterd
chlapci schéazela k vyuceni viemesle, ¢i rodinné pomeéry. Proto mizeme
pouze konstatovat, Ze ve sledovaném obdobi se délka pobytu v dstavu
pohybovala od nékolika mésict po téméf sedm let (Sustovd, 2022b,
s.119). Pobyt v fi¢anské Olivovné mohl bytivelice dlouhy — podle sezna-
mu chovanct z1et 1896-1927 zde 54,5 % déti pobyvalo méné nez 5 let;
38,5 % mezi 5-10 lety a 6,4 % déti déle nez 10 let. U 0,6 % déti se délku
pobytu nepodafilo urdit.

Duvody pfijeti déti do vychovatelny v Libni jsou kvantifikovd-
ny v almanachu k 25. vyro¢i zaloZeni ustavu — z 381 chovanct bylo
69 ptijato pro tuldctvi, 46 pro krddezZe, 107 pro oboji prohfesek, 136 pro
mravni kleslost, 2 pro zhdfstvi a 21 pro pouhou opusténost (Zpréva
0 vyvoji, 1908, s. 48). Tedy pouze 5,5 % chovanct bylo pfijato ze soci-
alnich davodd, kdy z nezndmého davodu nebyli umisténi v sirotéin-
ci. V pfipadé vinohradské ¢i ficanské vychovatelny podobnou sta-
tistiku postraddme. U chovanct, ktefi se do vychovatelen dostali kvali
problémovému chovani, byla podle popisu jejich chovédni velmi ¢asto
na viné $patnd socidlni situace, nezdjem rodiny, vychova zaloZend na
fyzickém tyrani apod. V dochovaném archivnim materidlu liberiské
avinohradské vychovatelny neni mozné kvantifikovat Zadatele o ptijeti
do ustavu. V piipadé ficanské vychovatelny disponujeme timto udajem
k roku 1902, kdy ustavem proslo 120 chovanct, z nichZ u 40 zazada-
la o pfijeti domovska obec, u 30 jiny ufad, u 41 rodice nebo péstouni
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a v 9 pfipadech osoby, které s ditétem nebyly v pfibuzenském stavu
(Zprdva, 1903, s. 5).

Zachdzeni s chovanci ve vSech tfech dstavech vychdzelo ze zvyk-
losti, které zavedl Leopold Pek v liberiské vychovatelné. Bylo zalozené
na pevném, ale laskavém rezimu, ktery chovance vedl k osobni hygi-
ené, pomocivdomadcnosti ¢i harmonickému souziti s dal§imi svéfenci
ipersondlem ustavu. Velky duraz byl kladen na $kolni dochédzku, proto
také u vSech t¥{ ustavi fungovaly vlastni obecné $koly. Vzdélani pted-
stavovalo pro vedeni vychovatelen prioritu, protoze chovanci zde méli
ziskat dovednosti (idedlné se minimélné vyudit), které jim mély zajistit
pocestnou obzivu. S problémy se potykala pfedevsim liberiska vychova-
telna, v niz bylo 80,6 % chlapct pfijatych v letech 1883-1927 ve véku
12-16let (Dolezal, 1935, 5. 37), kdy mezery ve vzdélani zptisobené zdsko-
ldctvim jiz dosahovaly povazlivych rozmérd. Obdobné tézkosti fesil
ifi¢ansky a vinohradsky ustav, byt vzhledem k okolnosti, Ze pfijimaly
déti ve véku do 10 let, problém mohl byt méné vyrazny. VSechny tfi
ustavy musely pracovat s faktem, Ze nékteré déti byly opozdéné ve
vyvoji kvili nepodnétnému prostiedi, ve kterém vyrustaly, jak ukdzal
ptiklad liberiského chovance A. S., ktery byl ve ¢trndcti letech analfabet
a pres veSkerou snahu vychovateld se naudil pouze trochu ¢ist a pocitat
(Sustovd, 2022b, 5. 113). Soudasti vychovného rezimu byla i prace, a sice
nikoli vydéleéné zaméstndni, ale spiSe pomoc na zahradé, v kuchyni
& pti uklidu. Chlapci si tak méli zvykat na trvalé zaméstnan{ (Sustova,
2022b, s. 97-98). KdyzZ chovanci dosdhli véku 14 let, kdy ukonili $koln{
dochdzku, byli obvykle sméfovdni k volbé femesla, pfipadné jiného
povolani podle svych schopnosti. Pouze libenisky ustav disponoval
odbornymi dilnami a pokracovaci $kolou, kde se chlapci mohli vyu-
dit. Ri¢anskd a vinohradskd vychovatelna shdnéla chovanciim extern{
ucebni pomér, coz s sebou neslo urdita uskali — femeslné dilny leckdy
nebyly pfifjemnym prostfedim, byvali ustavni chovanci nékdy dosta-
li nélepku kriminalnikt a v nékterych pfipadech zasdhli rodice, ktef{
méli s potomky jiné pldny (Ctvrtd vyroéni zprava, 1891, s. 19, chovanec
vedeny pod $ifrou B. R.). Vyjimkou nebyly ani ptipady, kdy chlapci
z uéeni utekli. Z 1004 chovancu pfijatych v letech 1883-1933 do liben-
ského ustavu se vyucilo 265, 147 absolvovalo méstanskou a 43 stiedni
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$kolu. Ov8em 526 chovanct ukondilo své vzdéléni jiz v obecné $ko-
le, tfi navstévovali pomocnou $kolu a 20 dokonce zistalo analfabety
(Dolezal, 1935, s. 33—34). Pro srovnéni je dobré uvést vysledky vinohrad-
ské vychovatelny, zde se mi bohuZel podatilo dohledat udaje o dosa-
zeném vzdéldani pouze u100 chovanct z celkovych 191. Z nich se vyudi-
lo 74, jeden dosdhl univerzitniho vzdélani, 20 se nevyucdilo, dva zemfeli
v udenf a u t¥ nejsou idaje znamé.* V piipadé fi¢anské Olivovny nenf
u 55 % déti zndmy stupen dokonceného vzdélani; 20,7 % vykonavalo
nekvalifikovanou prici (sem jsou fazeny i sluzky); 23,7 % se vyucdilo
a 0,6 % studovalo (ddaje jsou Cerpdny z Ustavniho seznamu chovan-
ct). Vyudovéni bylo na rozdil od zemskych polepSoven, kde se vyu-
Covalo v &estiné i némdéiné (Halifovd, 2012, s. 194), vedeno pouze v Ces-
kém jazyce. V libenské vychovatelné bylo k 31. 8. 1908 umisténo vedle
Cechfi také $est Némci, tfi Cernohorci a po jednom Chorvatovi, Rusovi
a Srbovi. Vsichni se zfejmé doudili ceskému jazyku. Obdobna situace
panovala i v otdzce vyzndvaného ndbozenstvi, kdy kromé 362 katoli-
ki zde bylo také 11 izraelitd, pét pravoslavnych a t¥i evangelici (Zprdva
0 vyvoji, 1908, s. 49), ovSem svédectvi o vyuce jiného nez katolického
nabozenstvi nemdme. Ani z vinohradské a fi¢anské vychovatelny neexis-
tuji zminky o vyuce jiného nez katolického ndbozenstvi; pfi vyzkumu
jsem neobjevila ani chovance odli$né nez ¢eské ndrodnosti. VSechny
ustavy své chovance také plné materidlné zajistovaly jak obleCenim
a obuvi, tak stravovdnim; poskytovana jim byla i lékatskd péce.
Béhem pobytu v ustavu musel byt feSen i pfipadny kontakt s rodi-
nou. Jediné libeniska vychovatelna jej upravovala pfimo névs§tévnim
tadem, ktery umoziioval Sest ndvstév za kalenddini rok, kazdou v dél-
ce pul hodiny. Chovanci nejvyssiho kdzeriského oddéleni sméli navic
rodinu navstivit o Vanocich, Velikonocich a svatodusnich svatcich
(Sustovd, 2022b, s. 91). Vinohradsk4 ani fi¢ansk4 vychovatelna ndvitévy
nijak neupravovaly, ale v zdznamu chovance vinohradského ustavu
Jaroslava Dobtanského se k roku 1920 dochovala pozndmka, Ze byl

4 Jednd se o chovance zaznamenané v ustavni matrice ¢. 2, ve Zpravé o vysledcich,
1899 a X. zprdve, 1906.
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potrestdn odejmutim povoleni k ndvstévé rodiny, coz chovanci méli
povaZovat za maximalni trest.” Zdsahy rodi¢t do pedagogické pra-
ce ustavu leckdy pfedstavovaly pro vychovatele téméf no¢ni miru.
Problémy velmi detailné popsal Leopold Pek ve zpravach liberiského
ustavu za roky 1895 a 1896: jadrem problému byl fakt, Ze chlapci, ktefi
dosdhli 14 let, mohli vydéldvat bud jako nekvalifikovani délnici, nebo
mensi ¢astku jako ucednici. A v tuto chvili se ndhle rodice, ktef{ se
v pfechozich letech o synky umisténé v ustavu pfili§ nezajimali, zaca-
lik potomkam hldsit a nékdy je i pfimo nabddat k dtéku ¢i vystoupent
z ueni (Sustovd, 2022b, s. 116-119). Stejny problém fesili i pracovni-
ci vinohradské a fi¢anské vychovatelny (Ctvrtd vyroéni zprava, 1891,
s.19, chovanec B. R.; Vychovatelna, 1907, s. 49, chovanec]. S.) i vedeni
ustavi v Némecku (Pek, 1885, s. 38). BohuZel se tak stdvalo, ze kvali
rodiné pfislo v nékterych pfipadech vychovné pisobeni ustavu vnived
(Sustovd, 2022b, s. 117, chovanec F. G.; Sustovd, 2023a).

Velkou zkouskou byla pro vSechny tfi ustavy 1éta prvni svétové
valky, kdy se problémy déti, které vychovatelny fesily, stupriovaly.
Nelehkd situace v zdzemi ovSem postihla i ¢innost ustavi — do fi¢anské
Olivovny bylo v z4f{ 1914 umisténo 73 chovanct prazského sirotlince,
jehozbudova byla zabrdna pro vojenské ucely, a setrvali zde az do zaf{
1918 (Hdjek, 1926, s.16-17). Podet chovanct Olivovny klesl dle seznamu
z 81vroce 1914 na 66 vroce 1917. OvSem v obdobi 30.1.1918 —23. 9.1919
sem bylo umisténo diky akci organizace Ceské srdce dal$ich 50 déti
(48 dévcat, 2 chlapci), z nichz 22 zde strdvilo vice nez rok. V liberiské
vychovatelné byl pocet chovanct sniZen z pfedvéle¢nych 60-70 chlap-
cl na cca 40 (Sliva, 1926, s. 199) a doslo k zdboru usedlosti Rokoska
(&p. 93/VIII) v dstavnim aredlu. Vinohradskd vychovatelna neby-
la nucena snizit pocet chovanct ani nedoslo k zédboru budovy. Pocet
potifebnych déti ovSem znaéné nartstal, vétsina z nich vsak zastdva-
la odk4z4na na nejriznéj$ dobro¢inné organizace. Ustaviim se samo-
zfejmé nevyhnuly problémy se zdsobovdnim potravinami, coZ ve svych

5  Fond 2351 Okresni vychovatelna a soukroma obecnd $kola Kralovské Vinohrady,
matrika ¢. 4, chovanec €. 171 Jaroslav Dobfansky. AMP, Praha.
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vzpominkdch zachytil chovanecliberiské vychovatelny Miroslav Muzik
(Sustovd, 2022b, s. 104). Jejich vyhodou oviem byly dstavn{ zahrady,
na nichz bylo mozné ledacos vypéstovat.

Casto kladenou otdzkou je mira uspé$nosti vychovné price vychova-
telen. Za napraveného byl povaZzovédn chovanec, ktery se po odchodu
z ustavu nedostal do konfliktu se zdkonem. Vinohradskd vychovatel-
na uddvala k roku 1906 celkem 73 propusténych chovancd, z nichz se
neosvéddili pouze tfi (X. zprdva, 1906, s. 30); z 323 chovanci liberiské-
ho ustavu propusténych v roce 1908 se neosvéd¢éilo 35, u 20 nebyl zna-
my dal$i osud a 30 zemfelo (Zprdva o vyvoji, 1908, s. 45-47). V ptipadé
ficanské Olivovny udaje o uspésnosti chovanct postrdddme. Srovnava-
ci idaje mohou poskytnout zemské polepSovny, které uspésnost
uddvaly mirné nad 50 % (Halifovd, 2012, s. 207), a Jednota pro blaho
propusténych mladistvych kdrancd, kterd uspésnost vychovné prace
vletech 1839-1905 stanovilana 53,59 % (Halifovd, 2012, s. 207). Vyraz-
né vys$si uspésnost vychovatelen muze byt ddana praci s mensim kolek-
tivem (zejména to plati o vinohradském tstavu) i citlivéj$im p¥{stupem.
telna v Libni, protoZe pracovala s mlad$imi détmi, které mély mens{
vychovné problémy (Pek, 1927, s. 283). Nesmime ptehliZet ani pomoc,
kterou vychovatelny nabizely jiz byvalym chovancim — pfi propustén{
dostali obvykle obleceni, také se mohli ptijit poradit. Pedagogicky per-
sondlv Libni na chovance dohliZel aZ do jejich zletilosti (Stanovy, 1892,
s.7,820); nejinak tomu bylo i v Olivovné, kde vychovatelé chovankdm
pomghali spravovat pfipadné uspory, dokonce bylo pamatovino na
pfipady nadanych chovanct na studiich, které bylo mozné z ustavnich
penéz podporovat, pfipadné zde mohli bydlet (Stanovy, 1903, s. 8-10,
§ 21-27).

Nelze ovSem fici, Ze by postupné otevieni tf{ dstavu pfineslo
radikdlni zlepSeni situace v prazské aglomeraci. Na pocdtku 20. stoleti
praz$ti uditelé ¢im dél Castéji volali po zfizeni tzv. kdrné §koly (Kérnd
$kola, 1903), k némuz v8ak nedos$lo (Schrotter, 1906b). Vzorem byla
obdobna skola v Hamburku, kterd slouzila jako interndtni zafizeni pro
déti doc¢asné vyloucené ze $koly pro kdzeriské problémy. Hamburskou
kérnou $kolu navstivil béhem své cesty Leopold Pek (Pek,1885,s 95-98),
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ktery ji charakterizoval jako ,trestni ustav® a vyjadfil pfesvédceni, Ze se
do ni dostdvaly déti z rodin, v nichz selhdvala péce rodica a pro které
by bylo vhodnéj$i umisténi v ochranovné. Stiznosti prazskych ucitelt
opétukazuji na pfi¢inu problémového chovani déti — nefunkénirodinu
anedostatetneé rozvinutou sit socidlni pomoci. Zdsadnim problémem
vnedostatcich socidlni péce o problémovou mlddez podle mého ndzoru
byla mald iniciativaifinanéni podpora stdtu — porovndme-li miru sub-
venciv Cechdch a Velké Brit4nii, pak rozpocet britskych Industrial Scho-
ols v roce 1899 napliiovala z 45,2 % stdtni pokladna, 25,4 % doddvala
mistni $kolnirada, 12,6 % mistni dané, zbytek tvofily poplatky hrazené
rodidi, dary a vydélek instituce (Holmes, 1902, s. 6). Zemskd subven-
ce pro libeniskou vychovatelnu v témze roce tvotila 42,8 % jejiho roz-
poctu, zbytek dopldcelo mésto, nepatrnou ¢ést pak tvotily poplatky
vybrané od rodi¢t apod. (Administraéni zprdva, 1901, s. 346). V témZe
roce ficanskd Olivovna nedostdvala zddnou statni podporu a 84,3 %
vydajt hradil mecen4s Alois Oliva (Administraéni zprdva, 1901, s. 375).
U vinohradského ustavu disponujeme udaji az zroku 1902, kdy zemska
subvence pokryvala 24,5 % vydaju (X. zprdva, 1906, s. 11 a 39).

Socidlnévychovnd péce, kterou hlavni mésto a vinohradsky okres
provozovanim vychovatelen détem poskytovaly, neméla v Cechdch ani
na Moravé srovndni; snahu vybudovat vychovatelnu projevilo vletech
1896 21908 i mésto Smichov, avSak zdmér zdstal nerealizovan (Sustov3,
2023b). Na vyvoji vech tf{ istavti rovnéz vidime posun v poskytované
pédi, ktery podle mého ndzoru zcela odpovidd evropskym vyvojovym
tendencim v této oblasti — od mirné represivni (v ptipadé liberiského
dstavu) po pfevazné socidlni pomoc poskytovanou ficanskou Olivovnou.
Vinohradska vychovatelna stdla mezi témito p6ly. Nedinnost zemskych
iobecnich sprdv v obdobina pfelomu 19. a 20. stoleti se naplno projevi-
lavletech 1. svétové vilky, kdy bolestné chybéla celozemsk4 sit zafizeni
podobnych prazskym vychovatelndm, kterd by pomohla zmirnit jeji
dopady na déti. I proto doslo ve 20. letech 20. stoleti k ndrtstu poctu
vychovnych dstava (Hlava, 1931, s. 98-100) a vét§imu rozvoji terénni
socidlni péce.
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Archivni prameny

Fond 2351 Okresni vychovatelna a soukromad obecnd $kola Kralovské Vinohrady.
Archiv hl. m. Prahy.

Seznam chovanct Vychovatelny Olivovych v Ri¢anech uloZen v Olivové détské
lé¢ebné, o.p.s., v Ri¢anech.
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The Mausoleum in Naarden, where
Komensky is buried, is a symbolic
place associated with John Amos
Comenius (Jan Amos Komensky). The
awarding of the Comenius Medal to
a personality at this place is always

a powerful moment.
On Comenius Day 2024, which took
place on Saturday, April 6th in Naarden, Dr. Markéta Pankovd, the

former director of The National Pedagogical Museum and Library of
J. A. Comenius in Prague, received the Comenius Medal.’

She was awarded this honor during the private morning program
held at the Comenius Mausoleum, attended by various dignitaries from
the Czech Republic, Slovakia, and the Netherlands. Among the attendees
were the Czech and Slovak ambassadors to the Netherlands, as well
as the Slovak Minister of Education Dr. Tomds$ Drucker, Dr. Miroslav
Vaskovych, director of the Muzeum of Jan Amos Komensky in Uhersky
Brod was also present, together with his colleagues. The commemor-
ate at the grave of Comenius were organized by the Chairman of the
Stichting Comenius Museum Dr. John Exalto, the Secretary Mgr. Helena
Verhoef, the Director of the Comenius Museum Dr. Eva M. Moraal and
others. The event was also attended by guests such as the Mayor of
Uhersky Brod Dr. Miroslava Poldkova and her counterpart Mayor Gooise

1 The Information about this event was also published in the scientific magazine
Comenius. Journal of Euro-American civilization, 1/2024 (New York). The author of
the article is Prof. Tomds$ Kasper. The report was also published on the website
of the National Pedagogical Museum and Library of J. A. Comenius in Prague and
on the website of the Comenius Museum in Naarden.
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Meren H. M. W. ter Heegde and former Mayor J. P. Rewinkel, the Vice-
Rector of Comenius University in Bratislava Eva Viglasov4, the Director
of the Czech Centre in Rotterdam Dr. Hana Schenkova.

Celebrating Comenius’ birthday in Naarden marks a deeply rooted
and esteemed tradition. Its inception dates back to 1892 when annual
commemorations were held outdoors at the Comenius monument. In
1935, the tradition moved to the Comenius Mausoleum, inaugurated
with the active involvement of Czechoslovakia’s first president, Tom4$
Garrigue Masaryk (1850-1937). Since then, the commemoration has
taken place annually.

After a wreath-laying ceremony to commemorate the birth of
Comenius and his legacy and a musical intermezzo, the Comenius
Medal was presented to Markéta Pankovd by Dr. John Exalto, presi-
dent of the board of the Stichting Comenius Museum, and Dr. Eva Moraal,
director of the Comenius Museum and Mausoleum in Naarden.

The Comenius Medal is established by the Stichting Comenius
Museum as a token of appreciation for individuals who have made
exceptional efforts in promoting the ideas of Jan Amos Comenius in
all its aspects. As Markéta Pankov4d bids farewell as the director of the
National Pedagogical Museum in Prague, it seems fitting for the board
to honor her with the Comenius Medal. The Comenius Medal features
a portrait of Comenius designed by Jaroslav Benda, which has been pla-
ced in the Mausoleum in 1937 on one of the seven glass panels depicting
scenes from Comenius’ life.

Markéta Pankova has been the director of the Museum in Prague
since 2005.” She has made a significant contribution to the internatio-
nal visibility of Comenius and has sought cooperation with numerous
partners. She has also published extensively in the field of Comenius
studies. She served on numerous government committees and was
appointed chair of the international conference committee The Legacy
of Jan Amos Comenius in the Culture of Education in 2006, commemora-
ting the 350th anniversary of Comenius’ Opera Didactica Omnia. This

2 1.9.2005-30.9.2023.
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was a milestone in Comenius studies. From 2020 to 2022, Markéta
Pdnkovi coordinated the National Celebration of the 350th anniver-
sary of Comenius’ death and the 430th anniversary of his birth. This
initiative involved numerous Czech museums, but also included the
Dutch Comenius Museum.

Markéta Pdnkovd has collaborated closely with our former direc-
tor, Hans van der Linde (1957-2020), and also with his successors.
Hans van der Linde also received the Medal of J. A. Comenius (in Mau-
soleum in Naarden from the director Markéta Pdnkovd in 2013 toge-
ther with the former chairman of the Stichting Comenius Museum
Mr. Hans van Oostveen and the President Advisory Board Mrs. Maud
Arkesteijn-van Willigen).

In the opinion of the board of the Stichting Comenius Museum,
Markéta Pdnkova deserves the Comenius Medal for her long-standing
contribution to the dissemination of Comenius’ ideas, the excellent
collaboration between our museums, and her friendship to the people
in Naarden. The board and the director of the Stichting Comenius
Museum look forward to continuing the warm relationships and
strengthening the cooperation, both with Markéta personally and
with the National Pedagogical Museum and Library of John Amos

Comenius in Prague.
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