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Uvodnik
Editorial

The second issue of the journal Historia scholastica of 2024 concludes
with the topic of children in times of need and hope. There is also a full
report on the project and the international conference of 2023 organi-
zed by the National Pedagogical Museum and Library of J. A. Comenius
in Prague. This is a topic that, unfortunately, has continued relevance
even in the second half of 2024, in the light of international conflicts,
wars, environmental risks, climate change and their negative impacts
on the lives of all.

This edition brings together academic studies as well as reports and
reflections that highlight processes, actors and examples where educa-
tional struggles have faced external threats. We highlight pedagogical
work for the betterment of children’s lives with concrete examples, and
showcase educators’ efforts for improved physical health and psycho-
logical well-being as essential educational goals. However, the studies
in this issue also point to the broader social and pedagogical context
within which such efforts faced difficulties in overcoming many ped-
agogical barriers to progress in the complex political and social con-
ditions of the 20th century, when totalitarian systems restricted the
free creative work of many individuals.

We hope that this second issue of Historia scholastica in 2024 will
also offer readers a range of suggestions for further in-depth study of
the themes of the child in times of need and hope.

We wish us all good heart, good health, and great support in our
educational efforts to promote the child’s dignity and uniqueness
of personality.

Tomas Kasper
Markéta Pdnkovd
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Improving Children’s Health.
Hygiene, Medicine and
Pedagogy in the Italian
School-medical Service

and the Case of Milan
(1950-1970)

Simonetta Polenghi a Abstract  In1910, Italy’s General Healthcare
Law set out plans for a school-medical service

but limited it to the prevention of infectious
diseases. It was only in 1961, three years after
the establishment of the Ministry of Health,
that the school-medical service was founded
with a wider remit. The full implementation
of the decree came in 1967 when the regula-
tions were issued. This delay by the state was
counterbalanced in Milan by the intense activ-
ity of the City Health Department. The cap-
ital of the economic boom in the 1950s and
‘60s, Milan had two mayors who were doc-
tors, a long tradition of care for children and schools, and a wide network of doctors
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involved in social medicine. The aim of this paper is to show how in Milan in the 1950s
and ‘60s, children’s physical condition was the subject of intense interest as a result of
campaigns that linked hygiene, medicine and pedagogy to improve children’s health.

Keywords  school medicine, school doctors, health education, Italy, 20th century

Introduction

In his lectures in Rio de Janiero in 1974, Michel Foucault focused his
analysis on the birth of social medicine, recalling how medicine
developed into a form of body control with the advent of the modern
state and capitalism, when the role of medicine expanded to address
society and not just the individual, and the body became a biopolit-
ical reality. Foucault shows how in the UK during the decade from
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1940-50, we see the birth of a new economy and a new policy of the
body. Guaranteeing the health of the population became a priority for
state intervention, resulting in a growth in state expenditure on pub-
lic health, and the increasing power of medicine. In this context, the
Beveridge Report, published in the UK in 1942, established the basis for
the post-war reforms known as the welfare state, which included in
the UK the creation of the National Health Service in 1948 and which
became the model for other countries’ welfare reforms (Foucault, 2021).

In the process of the gradual construction of “biopower”, body con-
trol, political surveillance, social hierarchy and health improvement
were entangled in new forms of Disziplinierung. A key role in this was
played by Health Departments, which Hintelmann (2006) considers
a fundamental part of biopower.

Historians of education have focused on the issues of children’s
health, school hygiene, and school doctors in different countries (see
e.g. the monographic issues of “History of Education Review” 2017,
46/2 and of “Historia y Memoria de la Educacién”, 2022, 15; see also
the recent Tadmor-Shimony 2023 for Palestine and Israel and da Silva
2024 for Argentina). Research has covered the 19th century and the
first decades of the 20th century. The years after WWII have attrac-
ted some scholars, who have analysed medicine, school and pedago-
gies of health in Britain (Newman, 2023); school medical inspections
in the Netherlands (Bakker, 2017); and health education in Spanish
schools (Terron, Comelles & Perdiguero, 2017; Hurtado-Garcia & Ter-
rén-Bafiuelos, 2022; Perdiguero-Gil & Bueno Vergara, 2022).

Taking into account this heuristic and historiographical frame-
work, our aim is to look into the Italian case, where the state was late
in adopting direct control of public health, since the role of Health Min-
ister was not created until 1958 and the National Health Service (Servi-
zio Sanitario Nazionale — SSN) established as late as 1978.

During the Kingdom of Italy (1861-1946), the public health law
was issued by Crispi in 1888. This law formed the backbone of the
Italian public health system until 1978 (Vicarelli, 1997). The Crispi
law made smallpox vaccination mandatory; and the Ministry of the
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Interior established a network of local health officers and a Direc-
torate of Public Health. The Crispi law required municipalities to hire
a doctor and a midwife for the poor. These doctors became the sym-
bol of the transmission of knowledge from the middle class, to which
they belonged, to the working classes, with whom they came in con-
tact (Chiosso, 2011, pp. 250-256). Residential care and special schools
were under religious control. The Fascist regime introduced an occu-
pationally-based social insurance system that was linked to the corpo-
ratist policy, a model that persisted during the first decades of the
Republic, until the establishment of the SSN in 1978 completely changed
the system. The SSN was “based on Beveridge’s principles of univer-
salism, equity, and solidarity, financed by general taxation and mod-
elled on the British NHS” (Taroni, 2021, VI).

Given this delay, we will try to see if we can still use Foucault’s cat-
egories, focusing on children’s health, school, and medicine in the first
decades of the Italian Republic before the birth of the SSN.

The Hygienist Movement and Schools up to the 1950s
The hygienist movement, in the second half of the 19th century, assigned
schools a prominentrole in the programme of Italians’ physical regen-
eration, which went hand in hand with the secular moral control exer-
cised by the ruling class. The need to combat the “physical degenera-
tion of the population” with a vast programme of hygiene, medicine,
and education was a Leitmotiv of positivist pedagogy. National unifi-
cation was seen as the first step towards a gradual process of physical
and moral regeneration of the Italian people, particularly the hum-
bler classes, which needed to be extensively civilized (Bonetta, 1991,
pp- 277-279): hygiene, civilization, and nation-state building were
related watchwords. A grand project for the “hygienic re-foundation”
of the country was planned and carried out, as a sanitary-therapeutic
intervention on the one hand, and as a pedagogical-cultural action of
prophylaxis on the other (Pogliano, 1984; see also Gianfrancesco, 2019).
Public health regulationsissued in 1889 prescribed the supervision
of school buildings and contagious diseases, to remove from school any
pupil suffering from infectious diseases. In 1901 the General Health
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Regulation of 3 Feb, No. 45, stipulated that each municipality should
arrange for all schools to be visited at least once a month, without prior
notice, by the medical health officer or by doctors delegated for the pur-
pose, although this provision was very little complied with (Ragazzi
M., 1923, p. 316). In 1903, the Ministry of Education established regu-
lations for cases of contagious diseases in schools, but it was not until
1921 that the decree on the protection of schoolchildren’s health was
issued (Cea, 2019, p. 227).

In 1894, the Minister of Education, Guido Baccelli, a famous physi-
cian, had introduced into the elementary school curriculum the new
subject of hygiene. The subject was called by Baccelli “a new science
[-..] the science of life” that showed “the path to civilization” (Lom-
bardi, 1987, pp. 121-122). Indeed, the teaching of basic health rules was
closely linked to ethics, as it was already in school textbooks. In 1923, as
part of Gentile’s school reform, Giuseppe Lombardo Radice, professor
for education and a neoidealist, although also an advocate of progres-
sive education (Scaglia, 2023), wrote the new elementary school pro-
grammes, where hygiene was presented to children in a new way, with
simple concepts that were always related to their own experience. In
1934 the elementary school programmes were updated, being adapted
to the Fascist spirit. The richness of Lombardo Radice’s pedagogical
suggestions was lost and hygiene became just a part of the Mussolini
regime’s modernisation programme. The content of the Washburne
Programmes of 1945 was very similar to that of the Radicean programme
of 1923: mechanical repetition of concepts was judged meaningless:
children had to understand through personal research. In 1955, Minis-
ter Ermini issued new programmes, from which hygiene was excluded.
This stood as evidence that the Italian state had achieved the minimum
desired results in basic health education and above all in the dissemi-
nation of the principles of socially responsible behaviour, that were
traditionally presented as intermingled. But this disappearance also
confirmed the prevalence of the pedagogy of progressive education,
which had first been present in Lombardo Radice’s programmes, only
to be blocked by Fascism and then reintroduced in 1945. As a subject,
hygiene had been taught in a mnemonic and prescriptive way, with
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strong moral (and with Fascism, political) connotations. Lombardo
Radice and progressive education, on the contrary, left children free to
experiment. By 1955, the traditional strict control of children’s bodies,
which had increased with Fascism, was no longer necessary, nor desir-
able for the pedagogy of the time. The combination of hygiene educa-
tion, discipline and morality no longer corresponded to educational
feeling. Notions related to the human body were therefore included
in the science curriculum and hygiene disappeared as a school sub-
ject (Polenghi, 2021).

However, issues related to children’s health and young people’s
bodies had certainly not disappeared; indeed children’s health was
a big issue after WW II and was addressed with local initiatives and
organisations, led by doctors. The main problems were the poor diet
during WW II and in the immediate postwar years; and the spread of
illnesses and of child labour, especially in the south: all problems that
led to a general weakening of children’s bodies. Thanks to US support
and the Marshall Plan, Italy managed to emerge from the destruction
of the war years. 1950-1965 were the years of the Italian economic
boom. Between 1951 and 1963, gross domestic product increased by
aremarkable average of 5.9% per year. In 1958 the number of people
employed in industry overtook those working in agriculture. The coun-
try also experienced a substantial wave of internal migration from the
south to the north, with Milan and Turin as leading industrial cities
(Sylos Labini, 1974).

Milan as a Leading City in School Medicine in the 1950s

Milan was the “capital of the Italian economic miracle” (Petrillo, 2023,
p- 49), whose population rose by 25% in ten years (from over 1,257.000
in1950 to over 1,580.000 in 1961). The wider county’s population rose
by 31.1%, welcoming many immigrants from the south. In 1960 Milan
city and county produced 12.5% of the entire national income, and Turin
6% (ibid., pp. 57-58, 62). Milan’s municipality had a long and great tra-
dition of efficiency and care for school and children, and a wide net-
work of physicians involved in social medicine (Zocchi, 2006; Cos-
macini, 2018).



16 Historia scholastica 2/2024 10 Simonetta Polenghi

The origins of the Milan Health Department go back to Joseph Il and
the Napoleonic era. During the Habsburg Restoration period, the City
Health Department was improved and from 1869, following Italian uni-
fication, it was led by a doctor rather than a civil servant. It depended
on the municipality, state control being weak (Zocchi, 2006). In 1901
Milan City Council had issued the first school health regulation, quite
advanced for the time, which devoted 10 articles to health and hygiene
surveillance in schools. In 1911 the first dental school service was cre-
ated. From 1911 to 1947 the Chief School Doctor was the renowned
Alfredo Albertini (1881-1952), an expert in special education and di-
rector of the Scuola Treves, the first special school for children with
mild-moderate retardation in Italy to be totally supported by a muni-
cipality rather than private funds, opened in 1915. The Health Depart-
ment focused on prophylaxis and care for weak and disabled children,
often anticipating and going beyond the state regulation (Ragazzi
C. A. & Gaito, 1952, pp. 11-15). It is worth noting that Milan had two
doctors as mayors, the Socialist Angelo Filippetti (1920-22) and the
Liberal Luigi Mangiagalli (1922-26), powerful rector of the State Uni-
versity of Milan, MP and senator.

The budget of the first City Council after WW II, led by Mayor Anto-
nio Greppi, allocated much more spending to hygiene, health and wel-
fare than other Italian cities. The welfare was directed by Ezio Vigorelli,
who appreciated the English model of the Beveridge Report (Cosma-
cini, 2018, pp. 149-151). Milan had Socialist mayors and administra-
tion from 1946 until 1992; two mayors, after Filippetti and Mangiagalli,
were doctors: Virgilio Ferrari (1951-61) and Pietro Bucalossi (1964-67),
both members of PSDI, the Social Democratic Party (which was smal-
ler and closer to the Catholic party than the old Socialist Party). Ferrari
(1888-1975) graduated from Pavia with the Nobel Prize winner Camillo
Golgi and became a renowned tuberculosis specialist. He was arrested
twice as anti-fascist and sent to internment camp in 1944, Ferrari, Coun-
cillor for health with his predecessor Greppi, served two terms as mayor,
but, maintaining the role of Councillor for health, really left his mark.
He was Catholic and Socialist and a very efficient and scrupulous man
(Fontana, 1981, pp. 110-152). His successor was Gino Cassinis, rector of
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the Politecnico (Polytechnic University of Milan) who died suddenly in

1964. The City Council elected Bucalossi (1905-1992), a famous oncolo-
gist, and director of the Cancer Institute of Milan (Istituto Nazionale dei

Tumori) from 1956. He was a Socialist but anti-communist, like Ferrari.
Anti-fascist, he took partin the Resistenza movement at the end of WWIL
Bucalossi was elected an MP for the PSDI in 1954 and was re-elected

twice. When elected mayor in 1964, he left his parliamentary seat, with

Ferrari taking over as MP for the PSDI (1964-1968). Bucalossi resigned

as mayor in 1967, when the PSDI merged with the more powerful and

more left-wing Socialist Party (Partito Socialista Italiano — PSI). He then

joined the Republican Party, a small Liberal party, was re-elected MP
in 1968 and twice again up to 1979. He served in the Ministry for Sci-
entific Research (1973-74) and the Ministry for Public Works (1974-76)

and was deputy president of the Chamber of deputies (1976-79). In

1977 he voted against the law that allowed abortion (Fontana, 1981,
pp. 176-192; Melzi d’Eril, 1988, pp. 66-97).

The presence of these two honest and efficient mayors, both with
a prominent scientific profile and deeply engaged with the needs of
society, and whose views were not entrenched along party lines, help
to explain how Milan took the lead in school medicine in the fifties
and sixties.

Already by 1950, every school had up to 4 medical rooms and every
school doctor was responsible for 2,000 children (Gaito, 1952). How-
ever, during Ferrari’s two mandates (1951-61), the City Health Depart-
ment that he directed as Councillor for health, grew enormously and
became “a model department” (Fontana, 1981, p. 143). The Chief med-
ical health officer, Carlo Alberto Ragazzi (1886-1979), wrote a report
showing the improvement in the department between 1951 and 1959
(Ragazzi C.A.,1960).In 1951 the Department had 16 doctors and officers;
by 1959 it had two divisions with two medical inspectors in chief: one
for environmental health and one for preventive medicine, each with
three subdivisions. The first dealt with water, sewers, pollution, private
and public hygiene facilities, and food control, and had 29 doctors and
technicians plus 39 policemen. The second division already had two
sections, prophylaxis and care, to which a third, specifically dedicated
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to youth care, was added in 1951. Great emphasis was given to the battle
against TB (itis no coincidence that Ferrari was a tuberculosis special-
ist). From 1951 to 1959 more than 546,000 adults and 447,000 school-
children were screened with X-rays, and more than 300,000 children
were administered the tuberculin patch test (on average 24% of them
testing positive). Nearly 20,000 children were vaccinated for TB, on
a voluntary basis, which required a propaganda campaign directed
at parents. Smallpox and diphtheria vaccinations were also adminis-
trated (diphtheria vaccination having been compulsory since 1939). By
1959, the Salk polio vaccination, announced officially by Jonas Salk in
1955, had been given to nearly 350,000 children in Milan. Thus, Milan
anticipated the national law that prescribed the Sabin vaccination
in 1966, by introducing the Salk one immediately after its discovery,
replacing the Salk with the Sabin as soon as it was commercialized in
1961 (Cosmacini, 2018, p. 179). As for youth care, great attention was
given to the disabled and to the many special schools. The number of
school doctors increased from 47 in 1951 to 100 in 1959. A mass screen-
ing of elementary school pupils was undertaken, to detect heart con-
ditions, rheumatism, bone pathologies, vision and hearing problems,
and mental retardation or character problems, to decide which kind
of health camps (mountain, seaside, or hills) was to be prescribed to
weak children of the poor. Elementary schools had a room for UV rays
and another for aerosol nebulizers. Agreements with University med-
ical departments were also established (Ragazzi C.A., 1960).
Whereas myopia (Hofmann, 2015; Milewski, 2017) and scoliosis
(Hofmann, 2015) had been typical school illnesses before, now the main
issues were TB (Hofmann, 2016, pp. 90-113) and rheumatic illnesses.
Nonetheless, attention was still given to sight problems (Milan had
a special school for the blind but also one for the visually impaired)
and from 1954, 3 lessons a week of corrective gymnastics were provided
free of charge to poor elementary school pupils. A medical commis-
sion decided who had to attend these lessons. Dental services, that
dated back to 1911, were also improved: from 1951 the Health Depart-
ment employed 11 dentists, covering 5,000 pupils each, with 40 school
rooms. In 1955 a survey of the school medical service showed that 83%
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of pupils presented with dental caries. Fluoridated water was given to
all schoolchildren. The need for showers in school buildings dimin-
ished, since after the war the new popular houses had private toilets
and showers/baths, butin 1955, 51 out of 78 school collective showers
were still in operation (Castoldi, 1955).

The Health Department provided germicidal lamps to disinfect
school classrooms. Between 1955 and 1966, the City administration
paid at least 50 million lire for these.' Vitamins were given to all ele-
mentary school pupils and great attention was paid to school canteens.
The canteen rule had first been issued by the Municipality in 1900.
Rich families paid, thus partially covering the costs for the poor, who
were exempted. In 1905-06, they began to serve hot food (Mantegazza,
2020). Canteens existed both in elementary schools and nurseries, so
that Milan was presented as a model by the Rivista Italiana di medicina
e igiene della Scuola (Italian Journal of School Medicine and Hygiene).
The elementary school canteens in Milan offered a balanced diet of
840 calories, with 45 g of protein (considered 80% of the daily pro-
tein requirement). In the special schools, children were better fed:
the canteen provided 1350 daily calories and 62 g of protein, nearly
the full daily protein requirement (Bandi, 1958, p. 217; for a compar-
ison with a less wealthy town, see Debg, 2024). In the nursery schools,
where children spent 8 hours a day, three meals were served and by
1962, the entire daily protein and calories requirement was provided
(Magnone, 1962). From 1960 onwards, meetings were organised with
mothers and school doctors, to educate families about healthy eating
and the dangers of alcohol.

Not only had the City Health Department greatly expanded its staff
and competences within a few years, the City Council also supported
the scientific update of its doctors: from 1950 to 1963, the Municipality
financed them to attend international conferences abroad.”

1 Resolutions of the Milan City Council, 1955-1966. Cittadella Archives of Milan.
2 Resolutions of the Milan City Council,1955-1966. Cittadella Archives of Milan.
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In short, the City Health Department concentrated its efforts
around youth care on mass health screening of schoolchildren and on
care for the disabled and those with chronicillnesses. Vaccinations and
the cure of infectious diseases were still an aim, but the main objective
was wider: a complete prophylaxis of the body and mind of children to
allow healthy bodies to develop, and to help children with mental or
physical incapacities or pathologies (Ragazzi C.A. & Gaito, 1952, p. 17).
The Mayor Ferrari wrote in 1952 that the Municipality considered youth
care one of its main duties, with a considerable part of the budget ded-
icated toit. After the destruction of the war years, the new generation
needed support and care (Ragazzi C. A. & Gaito, 1952, pp. 7-8).

In 1956 Milan opened the first postgraduate School for school
medicine, the only one in Europe. By 1958 all schools in Milan were
equipped with the necessary medical-healthcare equipment (Gusberti,
1958, p. 146). The Municipality also paid for learning tools for special
schools, such as type enlargers for the visually impaired, orthopaedic
aids, dental equipment, hearing aids, vocational workshops and men-
tal assessment equipment.’

Therefore it is not surprising that it was the Chief medical health
officer of Milan, Carlo Alberto Ragazzi, who founded the Italian Soci-
ety of School Medicine and Hygiene (SIMIS) in 1951, with the support
of Professor Sergio Piccini “a valiant Milanese school physician as well
as an illustrious historian of medicine” (Cantoni, Comolli, Magnone &
Origlia, 1955, p. 9). The first section of the Society was established in
Milan. The first president of the Lombard section was Marcello Can-
toni (1914-2003), a very active paediatrician and supporter of Israeli
rights, who would serve as president of the Society from 1957 to 1980.
Dino Origlia (1920-2012) was vice president of the Lombard section.
Origlia, a graduate of Turin medical school, specialised in paediatrics,
neuropsychiatry and psycho-pedagogy. In Milan he had organised
the first medical-psycho-pedagogical advisory service (Origlia, 1951).

3 Resolutions of the Milan City Council, 1953—-1973. Cittadella Archives of Milan.
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In 1953 Milan opened the first teacher training course in school
medicine. Its success was such that it prompted the spread of SIMIS to
Liguria and Tuscany in 1954, and then to other regions (Lazio, Venetia,
Calabria, Sicily, and Trento). In 1954 in Milan the Society organised the
first interregional conference on school medicine, with public health
officials, psychologists, and school and hospital doctors.

In 1954 SIMIS awarded the position of honorary president to
Mario Ragazzi, the “father of school hygiene”. A public health offi-
cer in Genoa, Mario Ragazzi had been tirelessly engaged in the school
hygiene campaign. In 1909 he had founded the first magazine devoted
to school hygiene, L'igiene della scuola e dello scolaro (School and Pupils’
Hygiene), directing it for 17 years. In 1955 SIMIS in turn, inspired by that
periodical, launched the above mentioned Rivista Italiana di medicina
e igiene della Scuola, which ran until 1984 (in reduced form from 1978).
The journal devoted special attention to the welfare-health activities
of the school medical service, disease prevention and school healthca-
re education. This Society focused on vaccinations, infectious diseases,
special schools and disabled children and developed strong internatio-
nal contacts. In fact, the International Society of School and Universi-
ty Medicine and Hygiene was set up in Italy in November 1957, during
the national conference of SIMIS, with Paris being chosen for its first
symposium. The Rivista Italiana di medicina e igiene della Scuola show-
cased international models and in particular the school medical servi-
ces of France, the UK and Sweden. In 1963, the third congress of the
International Society of School and University Medicine and Hygiene
took place in Rome, under the patronage of the President of the Italian
Republic. Its works focused on school medical examinations, school
buildings, and the prevention of psychiatric disorders in adolescents
(SIMIS, 1963). SIMIS attended the conferences of this international
society, of the WHO (World Health Organization) and of UNESCO.

How to Educate to Health? The Lombard Centre for the People’s
Health and Hygiene Education

From the 19th century onwards, it was clear that effective action to
ameliorate children’s health required not only doctors’ efforts, but also
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those of teachers. Handbooks for elementary school teachers, such as
L’igiene della scuola e dello scolaro, by Mario Ragazzi of Genoa, published
in 1914, and republished in 1923 and 1965, carefully described medical
and prophylaxis notions, covering a wide range of topics, from child-
hoodillnesses to sexual development, from “abnormal” childhood to the
stages of development (Polenghi, 2021, p. 187). Next came the Milane-
se Carlo Alberto Ragazzi’s handbook, Igiene della scuola e del bambino,
which was published in at least six editions between 1964 and 1972.
In 1956, the Rivista italiana di medicina e igiene della scuola stated
thatit was necessary to avoid rote learning and the imposition of moral
norms (since health and hygiene cannot be taught as subjects, and
indeed had been removed as such from the curriculum in 1955 as we
have seen), favouring instead the introduction of behavioural norms
that would be consolidated into habits. To this end, it observed that it
is “easier to give the doctor’s arms to the teacher” than the other way
round, and therefore teachers needed to be trained (Petrilli, 1956, p. 149).
To achieve that aim and to disseminate health knowledge among
adults and young people, the SIMIS promoted the creation of the Centro
Lombardo di educazione igienico-sanitaria del popolo [Lombard Centre
for the people’s health and hygiene education] which was set up in
January 1951 in Milan®*. The president was Piero Radaelli, professor of
pathological anatomy at the State University of Milan. The deputy was
Carlo Alberto Ragazzi, the Chief medical health officer of Milan. The
board was comprised of famous doctors, such as the child psychiat-
rist Eugenio Medea, the oncologist Pietro Bucalossi, future mayor of
Milan, and Giovanni Maria Bertin, at the time professor of pedagogy
at the State University of Milan, and later Bologna® (Centro regionale
lombardo di educazione igienico-sanitaria del popolo: origini e scopi,
1951). The Municipality of Milan financed the Lombard Centre.°

Unfortunately, the Lombard Centre left no archival sources.

5  There are no records of this among the Bertin papers in his Archives at the Univer-
sity of Bologna.

6 In Cittadella Archives of Milan, Resolutions of the Milan City Council, there are al-
locations in the years 1954, 1955,1956, 1958, 1959, 1960 and 1962.
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The Lombard Centre aimed to create a “healthcare awareness”

using the means of modernity, posters, “radio and cinema first and
foremost,” and using simple language (Centro regionale lombardo
di educazione igienico-sanitaria del popolo, 1951). Traditional means
(lectures, conversations, and debates) were still used but considered
rather outdated and dull (Centro regionale lombardo di educazione
igienico-sanitaria del popolo: origini e scopi, 1951). This optimism
toward cinema is noteworthy because at the time distrust prevailed
toward an instrument that was considered potential a source of mise-
ducation (Felini, 2004, pp. 61-96).

The Lombard Centre made use of “filmstrip and short films, which
due to the emotional form of the image combined with the word [...] are
the most effective for capturing attention, clarifying concepts, and fixing
memories”. The films shown dealt with several health and hygiene-re-
lated topics including: body hygiene, dental and food hygiene, mental
healthcare, childcare, vaccinations and infectious diseases, tubercu-
losis, and finally injury prevention (Vignini Paloschi, 1955, p. 314). The
films were viewed by the teachers and then discussed with the school
physician. At the end of the course, participants were given a certificate
of attendance. The films were then shown in all elementary schools in
Milan as well as in four middle schools. In 1954, the Centre’s volunteer
doctors extended their activities to teacher training institutes (Istituti
Magistrali) and vocational schools. In 1967 they started an experiment
in health education at the “Casa del Sole-Trotter”, a notable outdoor
schoolin Milan (on which, see Tyssen, 2009), involving children from
the third, fourth and fifth grades along with the school doctor and
a teacher. During the meetings, the school doctor, in collaboration with
the teacher, would cover various health and hygiene topics of education
with the support of audiovisual materials (films and slides) from the
Lombard Centre. The teacher would then take up the topicsin class so
that the pupils would revisit them in small groups, making the pupils’
participation active in line with the principles of progressive educa-
tion. Within the groups, items such as “drawings, essays, ceramic tiles
and mosaics” were produced and presented and discussed to stimu-
late new reflections (Bernuzzi, 1967, pp. 172-173). The Lombard Centre
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was an inspiration for new Healthcare Education Centres that sprang
up in Perugia, Bologna, Rome and Cremona’.

In 1963 the Lombard Centre organised the first health education
course for secondary school teachers and school doctors in Milan, with
the aim of changing young people’s habits through close cooperation
between teachers and doctors. Speakers were invited, in addition to
headmasters and doctors, and professors from the State University (for
scientific subjects) and the Catholic University (for pedagogy and psy-
chology: the Catholic University had no scientific faculties in Milan).
The pedagogy talk was given by Aldo Agazzi, one of the foremost pro-
fessors of education at the time (Scurati, 2005; Vico, 2008). Agazzi
emphasised that keeping healthy was a duty to oneself and to others,
which cannot be learnt by rote. Pupils must be actively involved, start-
ing from their interests — here he specifically quoted Claparede. Health
and hygiene education was not to be a subject in itself, but cross-cur-
ricular content thatinvolved all subjects and all teachers, although he
assigned a primary role to the teachers of physical education and sci-
ence (Centro Lombardo per 'educazione sanitaria del popolo, 1965,
pp. 27-53).

Milan as a Leading City in School Medicine in the 1960s

In 1958 the Ministry of Health was established, 39 years after its UK
counterpart (Taroni, 2021, pp. 165-185). Presidential Decree No. 264 of
11 February 1961 regulated school medical services, assigning them to
the Ministry of Health, with the cooperation of the Ministry of Edu-
cation and the Ministry of Labour and Welfare. Articles 9-19 were
concerned with the general regulation of the school medical service.
They attributed to school doctors the health and hygiene supervision
of schools and pupils through monitoring the psycho-physical devel-
opment of children; measures to combat infectious diseases; health-
care in special schools; supervision of school premises, refectories, and

7 The Centre of Perugia still exists: http://cespes.unipg.it/storia.htm. In 1954-56 it
published a journal for children that is not currently eligible for consultation in
the National Library of Florence.
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summer health camps; medico-legal supervision of school personnel;
and the hygiene and health education of the school population. The lat-
ter element opened the field to cooperation with teachers. Municipal-
ities were to provide suitable premises and appoint school doctors. In
municipalities with a population of less than 30,000, the service could
be entrusted to the municipal doctor. Provincial administrations and
the ministry intervened with financial support for the poorest municip-
alities. The school doctor was employed by the City Health Department.

The decree implementing these measures however, No. 1518,
came only on 22 December 1967. Consisting of 60 articles, it provided
for a close understanding between the County School Department
(Provveditorato scolastico) and the local Health Departments. For hygiene
and health education, it relied on the cooperation of schools. Thus, the
need for cooperation with teachers was reiterated, but there was no
actual specification of how the educational work was to be implemen-
ted, so that it often remained on paper, whereas the Lombard Centre
had been operating in practice. The doctor’s tasks included screening
the children, directing those with additional mental or physical needs
to specialists or other centres; monitoring children’s physical devel-
opment; vaccination (tetanus vaccination became mandatory in 1963,
as did the Sabin polio vaccine in 1966); disinfection measures in the
event of infections and epidemics; and filling in and updating pupils’
medical records. The doctor was to receive family members and con-
tact them in case of need. He would remove pupils with suspected or
overtinfectious diseases from school and monitor their return. School
doctors, specialised in hygiene, operated in pre-school, elementary and
junior high schools with a requirement for one doctor to be appointed
for every 2,000 pupils. In upper secondary schools, their task was lim-
ited to supervising pupils’ gymnastic-sporting activities and determ-
ining their fitness to participate in sports competitions, in consulta-
tion with physical education teachers.

Every elementary school had to provide two rooms for the school
doctor, who had to be assisted by a nurse. As previously stated, Milan
schools had had four rooms since the fifties. Indeed, already in 1962,
the County of Milan (Provincia di Milano) issued a rule about the 1961
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law, anticipating the state regulation of 1967, and in 1963 the Municip-
ality of Milan introduced the “Health card” (Libretto sanitario), a med-
ical record for parents, teachers, and doctors.

In 1966-67, Milan’s Chief School Doctor, Giuseppe Celano, con-
ducted a survey, to check the efficiency of 34 Italian counties (province),
covering 2,643 cities and towns with 2,058.529 pupils aged 6-14 yrs.
Predictably, big cities were found to normally cope better, whereas
small towns guaranteed just the basic services. In 9 provinces out of
24, the school medicine service was totally absent: Asti and Cuneo in
Piedmont; Padua in Venetia; Campobasso, LAquila and Teramo in the
Centre of Italy; Palermo in Sicily; and Sassari and Nuoro in Sardinia
(Celano, 1968, p. 359). The Milan municipality stood out as the most
advanced, anticipating, as mentioned, the later state law. Another point
that deserves mention is that whereas in the majority of the other cit-
ies the school medicine service operated only in elementary schools,
in Milan it also functioned at secondary level, recognising the import-
ance of reaching adolescents.

Conclusions

In the 20th century, children’s bodies came under strong medical con-
trol. The medicalisation of education (Petrina, 2006) reached its peak

in Italy in the fifties and sixties, certainly in big industrial cities like

Milan. Doctors had increasing power: indeed, the presence of doctors

in schools, vaccinations and medical visits that took place inside the

school buildings, and mass medical screening accustomed children

to the figure of the physician (Hofmann, 2015, p. 102). Thanks to the

work of the Milan City Health Department, doctors acquired a control

of children’s bodies that improved health conditions. As for the dis-
abled and their placement in special schools, we have to remember
that Milan had very good special schools whose aim was to integrate

through work. Indeed, in 1965, when he was an MP, Ferrari presented

a bill proposing special schools for all disabled children and for their
integration through work. I argue that the medicalisation of educa-
tion is to be considered more positive, at least in Milan, than in other
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countries (Petrina, 2006) or other areas of Italy, aiming at integrating
disabled and weak children.

But, as regards preventative measures and the creation of a culture
of health, this growing power of doctors could not operate without the
help of teachers. No longer a subjectin its own right, health education
became a joint endeavour between teachers and doctors. In many areas
of Italy this cooperation worked, with the industrial city of Milan lead-
ing the way, with its socialist administration and two doctors as may-
ors, and a recognised tradition of social medicine and welfare.

The Italian state health legislation came late. Milan compensated
autonomously for this state delay. Thus in this case, we can talk of the
biopower of medicine and local authorities, City Councils and City
Health Departments —as Hiintelmann (2006) argues —more than a Fou-
caultian “State” biopower, until the creation of the Italian National
Health Service (SSN) in 1978 led to the progressive disappearance of
school doctors (sometimes regretted during the Covid-19 pandemic),
and their replacement by family paediatricians, hospitals and local
specialised SSN units. Between the 1930s and 70s, however, the figure
of the school doctor made physicians more familiar to children. Their
disappearance caused health education initiatives to cease, and ped-
agogy lost an important opportunity for interdisciplinary dialogue.

Since the 1980s, schools and medicine have gradually become dis-
tanced again, so that we have ultimately shifted to a Foucaultian state
biopower without education and conversely to education without
medicine. Oelkers (1998) wrote that physiology and medicine had an
influence on school hygiene in the 19th and at the beginning of the
20th century, but not really on educational theories. In Italy, where
Montessori worked until 1934, albeit with difficulties, we cannot say
that there was not a pedagogy that stemmed from medicine. As regards
the decades after WW II, however, we must concur with Oelkers’ state-
ment. Both doctors and educationalists agreed in rejecting hygiene
as a school subject to be learnt by rote. But even when educational-
ists such as Agazzi supported health education as an interdisciplinary
topic, its absence from the school curriculum meant it was doctors’
concern (Bobbio, 2023) rather than a pedagogical re-elaborated topic.
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Doctors and psychologists, for example, took partin the Congresses of
SIMIS, but educationalists hardly ever did. The 1st SIMIS Congress, for
instance, was dedicated to children with cardiac defects and to pupils’
learning fatigue. This second topic was presented by 4 doctors, includ-
ing Origlia, with long, detailed papers, full of experimental data and
statistics. Lamberto Borghi, a famous professor of Pedagogy in Florence
and a follower of Dewey, presented a two and half page paper, which
contained no original research (SIMIS, 1958, pp. 129-131).
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Abstract School and Lessons under the
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Prisons are total institutions. One of their
characteristicsis that all areas of their inmates’
lives, without exception, are subjected to the

comprehensive control of an authority. The
rules and regulations serve to achieve the in-
stitutional goal: in relation to prisons, these
are to ensure atonement for crimes committed, to protect society from criminals and

to reform prisoners. Nevertheless, a total institution does not only involve coercion.
Within certain limits, there can certainly be scope for action. Teaching in prisons is
one of these areas of life. This can be described as a peripheral area of research in the
19th century. It is often addressed in overarching issues relating to the penal system
and its reform. From the perspective of the total control of all actions in prisons by its
inmates, the lessons taughtin schools in the 19th century will be examined using the
example of the Nuremberg cell prison. At the time, this prison was considered one of
the most modern of its kind and has an extensive history. The focus is on the follow-
ing questions: What were the general conditions for teaching at the Nuremberg cell
prison? What was the lesson like as a result? Was there scope for action and could
this be used for teaching?

Keywords penal system, Nuremberg cell prison, total institution, prison school, cur-
riculum

Gefiangnisse sind totale Institutionen. Zu deren Kennzeichen gehort
es, dass ausnahmslos alle Lebensbereiche ihrer Insassen der umfas-
senden Kontrolle einer Autoritit unterworfen werden. Die Regeln und
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Vorschriften dienen dazu, das Institutionsziel zu erreichen: bezogen auf
Gefingnisse sind das Sithne fir begangene Verbrechen zu gewihrleis-
ten, die Gesellschaft vor Verbrechern zu sichern und Gefangene zu bes-
sern (Goffman, 1981, S. 16f.). Gleichwohl ist mit einer totalen Institution
nicht nur Zwang verbunden. Innerhalb gewisser Grenzen kénnen sich
durchaus Handlungsspielraume ergeben (Bretschneider, 2008, S. 23).

Der Unterricht an Gefingnissen ist einer dieser Lebensbereiche.
Dieser kann fir das 19. Jahrhundert als ein Randgebiet der Forschung
bezeichnet werden. Er wird oftmals in tibergeordneten Fragestellun-
gen beziiglich Strafvollzug und dessen Reform behandelt (Henze, 2003;
Fennel, 2006). Unter dem Aspekt der totalen Kontrolle aller Handlun-
gen an Gefangnissen seitens seiner Insassen soll der schulisch erteil-
te Unterricht fur das 19. Jahrhundert am Beispiel des Nurnberger Zel-
lengefangnisses in den Blick genommen werden. Dieses Gefingnis
galt seinerzeit als eines der modernsten seiner Art und besitzt eine
umfangreiche Uberlieferung. Folgende Fragen stehen im Mittelpunkt:
Welche Rahmenbedingungen galten fiir den Unterricht am Zellenge-
fangnis Nirnberg? Wie gestaltete sich infolgedessen der Unterricht?
Ergaben sich Handlungsspielrdume und konnten diese fiir den Unter-
richt genutzt werden?

Neben allgemeiner Literatur zu Gefingnis und Strafvollzug (u.a.
Foucault, 2008; Goffman, 1981; Henze, 2003; Sarasin, 2005) wird die
Literatur zum Zellengefingnis (Streng, 1879; Streng, 1882) sowie die
archivalische Uberlieferung dieser Einrichtung aus dem Bayerischen
Hauptstaatsarchiv Miinchen fiir weitere Analysezwecke herangezo-
gen. Insbesondere die von den Hauslehrern verfassten Jahresberichte
geben Aufschluss tiber die unterrichtliche Praxis.

Der Untersuchungsgang fasst zunichst die fir die Untersuchung
wesentlichen Merkmale von (Zellen-) Gefingnissen als totaler Institu-
tion im 19. Jahrhundert zusammen. Das Zellengefingnis in Nirnberg
stellt den Bezugspunkt fir diese Studie dar. Es werden Rahmenbedin-
gungen und organisatorisch-inhaltliche Aspekte des dort schulisch
erteilten Unterrichts vorgestellt. Schlieflich wird zu den Besonderhei-
ten des Unterrichtens unter den Isolationsbedingungen ibergeleitet
und gezeigt, dass trotz allumfassender Beschrankungen Innovationen
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hinsichtlich des Unterrichts moglich waren. Der Schluss bietet eine
Ergebniszusammenfassung.

Das Gefingnis als totale Institution
Die Ablosung der Leibesstrafen durch die Freiheitsstrafe im Verlauf
des 16. Jahrhunderts sollte Fragen des Strafvollzugs und der Gefan-
genenbehandlung in den Blickpunkt riicken. Die Uberlegungen John
Howards (1727-1790), die in Deutschland durch den Hallenser Straf-
anstaltsprediger Heinrich Balthasar Wagnitz (1755-1838) verbreitet
wurden, markierten den Ubergang zu einem modernen Vollzugswe-
sen und verhalfen einen an Besserung orientierten Strafvollzug zum
Durchbruch. Die in diesem Zusammenhang als Hauptbesserungsmittel
genannten Bereiche Arbeit, Seelsorge und Unterricht wurden zum All-
tag eines bis dahin oftmalsinhaltslos gebliebenen Gefangenendaseins.
Bis sich dieser Gefingnisalltag jedoch seinen Weg bahnte, musste
noch eine lange Wegstrecke zurtickgelegt werden und war einerseits an
die Ausgestaltung des Straf- und Vollzugsrechts und andererseits an die
(bauliche) Konstruktion von Gefingnis als totaler Institution gekoppelt.
Das Rechtsverstiandnis Kant-Feuerbachscher Prigung mafd der Strafe
im deutschen Strafrecht des 19. Jahrhunderts letztlich keinen bestimm-
ten Zweck wie Abschreckung, Sicherung oder Besserung bzw. Resozia-
lisierung bei. Es ging vielmehr um die gerechte Vergeltung der began-
genen Tat. Auch eine einheitliche Vollzugsregelung existierte bis 1976
nicht. Bis dahin erfolgte diese in Form von gefangnis- bzw. linderspe-
zifischen Hausordnungen (Wetzell, 2018, S. 2). Diese boten jedoch die
Moglichkeit, einen Wandel im Strafvollzug auf dem Verwaltungsweg
voranzutreiben (Gmiir/Roth, 2008, S. 146ff.). Die damit verbundene
Ein- und Durchfithrung von Unterricht an Gefangnissen war Teil des
Konzepts, den Vollzug in eine resozialisierende Richtung zu bewegen.
Strukturbildend und den Gefiangnisalltag dominierend waren aus dem
Militér in den Zivilbereich gewanderte Disziplinierungsmechanismen,
die eine neue Machttechnologie mit dem Ziel der Entwicklung sozi-
aler Konformitét begriindeten (Sarasin, 2005, S. 140). Sie blieb letzt-
lich durch ihre Zentrierung auf den Kérper im Gegensatz zur Geldbufie
physischer Natur, auch wenn sie ihre Brutalitit durch die Abschaffung
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der peinlichen Strafen verlor. Insofern besteht eine gewisse Kontinui-
tat zwischen Leibes- und Freiheitsstrafen (Galli, 2011, S. 58).

Die Strafpraxis erfuhr daher nichtin quantitativer, sondern in qua-
litativer Hinsicht eine Verdnderung. An die Stelle repressiver Mafinah-
men traten in der Folge effektivere Disziplinierungsmethoden wie
Uberwachung, Hierarchisierung und Parzellierung (Foucault, 2008,
S. 901-934). Sie finden in der ab den 1820er Jahren von Nordameri-
ka ausgehenden Gefangnisarchitektur in Form des Zellengefingnis-
ses ihre (nicht nur) bauliche Umsetzung. Hierbei handelt es sich um
eine Modifikation des von Jeremy Bentham (1748-1832) entworfenen
Panoptikums, einem idealen Gefangnisbau, der zugleich als Abbild
der Uberwachungs- und Herrschaftsstrukturen der modernen Zivil-
gesellschaft gedeutet werden kann und bei dem die Einzelzellen an
den Aufienseiten eines zylindrischen Bauwerks liegen. Von einem zen-
tralen Beobachtungspunkt aus kénnen alle Zellen iiberwacht werden.
Der Gefangniswirter im Gegenlicht war in der Lage, alle Gefangenen
zu erblicken, ohne von diesen selbst wahrgenommen zu werden. Auf
diese Weise kann mit geringem Personalaufwand das Bedirfnis nach
zentraler Ubersicht, stindiger Kontrolle und Beaufsichtigung befrie-
digt werden (Graul, 1964, S. 52ff.).

Insbesondere stellt sich nun die Frage, wie infolge dieser totalen
Erfassung und Vereinzelung der Kontakt der Gefangenen untereinan-
der bzw. zum Anstaltspersonal organisiert werden konnte. Es bildeten
sich zwei konkurrierende Systeme heraus, das Schweige- und Buf3sys-
tem. Beiden gemeinsam war ein striktes Kontaktverbot der Gefangenen
untereinander. Unterschiede ergaben sich beztiglich der Handhabung
des Kommunikationsverbots zwischen den Haftlingen. Das Schwei-
gesystem wurde 1825 im Gefingnis von Auburn (New York) realisiert.
Dieses war als Zellengefangnis errichtet, bei dem die Zellen im Inne-
ren des rechteckigen Zellenfliigels mit den riickwértigen Schmalsei-
ten aneinandergekoppelt wurden (Graul, 1965, S. 60f.). Die Haftlinge
mussten Freizeit und Néchte isoliert verbringen; Kontaktsituationen
erfolgten unter der Mafigabe gegenseitigen Schweigens. Das Schwei-
gegebot lie sich nicht durchhalten, denn die Gefangenen verstin-
digten sich unter Zuhilfenahme einer Zeichensprache und erfuhren



Historia scholastica 2/2024 10 Studie Studies 37

infolgedessen eine Misshandlung durch das Gefangnispersonal. Auf
diese Weise kam es zunehmend zu einer Verrohung in den Anstalten
(Schwind, 1976, S. 4f.).

Dem Buftkonzeptlag die Vorstellung zugrunde, dass sich der Straf-
tater durch die begangene Tat von Gott abgewandt hatte. Zur Strafe
wurden die Gefangenen bei Tag und bei Nacht vollstindig voneinan-
der isoliert. Die Isolationshaft sollte den Gefangenen dazu bringen,
uber seine Tat nachzudenken. Auf diese Weise leistete der Gefange-
ne Bufle und eine Vers6hnung mit Gott konnte herbeigefithrt werden
(Laubenthal, 2009, S. 52f.). Seine Verwirklichung fand dieses Konzept
in der 1829 in Betrieb genommenen Strafanstalt Cherry Hill (Philadel-
phia). In der urspriinglichen Konzeption des Architekten John Haviland
(1792-1852) legten sich sieben eingeschossige Zellenfliigel radial um
die zentrale Aufsichtshalle. Jeder Fliigel bestand aus etwa 38 gerdumi-
gen Einzelzellen. Dieser Entwurf wurde allerdings so verdndert, dass
nach der Fertigstellung dreier Fltgel, die vier weiteren zweigeschos-
sig erbaut und ihre Gebiudelange erh6ht wurde. Damit entstanden
insgesamt 586 Einzelzellen. Von einem planmaifiigen Einzelvollzug
konnte keine Rede mehr sein. Das fortschrittlich geplante Gefiang-
nis war zum Uberdimensionierten mittelalterlichen Verwahrhaus fir
Einzelhaft mutiert (Graul, 1965, S. 64.). Die permanente Isolation der
Gefangenen sollte zu dauerhaften gesundheitliche Schiden fithren
(schwind, 1976, S. 11).

Das Zellengefingnis von Philadelphia wurde zum Vorbild fir euro-
paische Gefingnisbauten, insbesondere fiir die zwischen 1840 und 1842
erbaute Anstalt Pentonville bei London. Dieses Gefangnis bestand aus
vier dreistdckigen, sich in einem Mittelpunkt vereinigenden Zellenfli-
gel. An den Aulenwinden der Langsseiten befanden sich die Einzelzel-
len. Diese waren wiederum durch ein Netzwerk von Eisengalerien und
-treppen zugianglich. Den Mittelpunkt der Zellenfltigel bildete die Zen-
tralhalle, von der aus im Sinne des Benthamschen Panoptikums alles
iberwacht werden konnte, da die Einzelzellen galerieartig miteinander
verbunden waren und somit den Blick nicht verstellen konnten. Dies
bedeutete im Gegensatz zu Philadelphia mit seinem eine totale Uber-
wachung verhindernden Korridorsystem einen immensen Fortschritt
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(Nutz, 2001, S.199). Zugleich wurde in Pentonville im Gegensatz zum
mit dem Philadelphia-System verbundenen mehr auf Abschreckung
setzenden Vergeltungsvollzug die Idee eines resozialisierenden, auf
Besserung der Gefangenen abzielenden Strafvollzugs in Form eines
Stufenvollzugs verwirklicht. Bei diesem war nach einer Phase der Ein-
zelhaft ein Ubergang in Gemeinschaftshaft vorgesehen, an die sich bei
guter Fihrung die Entlassungin die Freiheit anschliefRen konnte (Fen-
nel, 2006, S. 22).

Zellengefingnis Niirnberg und Unterrichtsorganisation
Pentonville beeinflusste den européischen und deutschen Gefangnis-
bau nachhaltig. Das Zellengefangnis Berlin-Moabit, das 1849 seine
Pforten fiir die Unterbringung der Gefangenen 6ffnete, war eine exak-
te architektonische Kopie Pentonvilles und der Bau von Zellengefing-
nissen wurde in Preuflen durch die Einfihrung der Einzelhaft 1842
beglnstigt. Hinsichtlich des Vollzugs bildete das Philadelphia-Sys-
tem die Organisationsgrundlage, wie es ebenso fiir einen Grofiteil der
europaischen Gefangnisse der Fall gewesen war (Pfeiffer, 1934, S. 106).

Bayern zog knapp 20 Jahre spiter mit der Errichtung des Nurn-
berger Zellengefangnis in den Jahren 1865 bis 1868 nach (Sonnenber-
ger, 1985, S. 95). Vorausgegangen war die Verabschiedung des Geset-
zes zur Einzelhaft 1861 (Behringer, 1909, S. 72). Das Gefingnis diente
dem Vollzug von Gefingnisstrafen ménnlicher Personen von mehr als
drei Monaten Dauer. Die Gefangnisinsassen setzten sich aus drei Kate-
gorien zusammen: Jugendliche, die zur Zeit der Tat das 16. Lebens-
jahr vollendet hatten, Erwachsene ohne Vorstrafen und Gefangene
aus der gebildeten Schicht (Streng, 1882, S. 6). Im Zeitraum von 1868
bis 1878 verbufte die Mehrheit der Gefangenen dort eine Strafe von
einem Jahr und weniger, die Gefangenenzahl lag bei durchschnittlich
650. Mehr als die Halfte der Gefangenen war zwischen 19 und 30 Jah-
re alt (Streng, 1879, S. 159f.).

Das Nurnberger Gefingnis war gemaf dem anglo-amerikanischen
Vorbild in der Strahlenbauweise mit Zentralhalle im Mittelpunkt und
den von dort facherférmig abgehenden Zellenfliigeln errichtet wor-
den. Die Zellen verteilten sich auf drei Ebenen um eine lang gestreckte
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Halle. In den oberen zwei Ebenen waren die Zellenttren durch eiserne
Laufstege miteinander verbunden. Im dreigeschossigen an den West-
und Ostfltigel angeschlossenen Anbau befanden sich die Biiros der
Gefingnisverwaltung, die -kirche sowie die beiden Unterrichtsriu-
me (Streng, 1879, S. 46).

Die Gefangenenzelle besaf eine Flache von ungefihr zehn Quadrat-
meter und war rund drei Meter hoch. Jede Zelle war mit einem Fenster
versehen, das einen Meter breit, einen dreiviertel Meter hoch und nach
oben hin gew6lbt war. Zum Zelleninventar gehdrten ein aufklappbares,
eisernes Bett mit Strohsack, Kopfpolster, Leintuch und wollene Decke,
Tisch, Stuhl und kleinen Waschschrank mit Schiissel sowie Essschiis-
sel, Besteck, Salzfiasschen, Zahnbiirste, Seife und Gerate zum Reinhal-
ten der Zelle. Der Abtritt befand sich in einer mit einer Tire versehe-
nen Nische (Streng, 1882, S. 9).

Die Straflinge mussten Gefingnisuniform tragen. Diese bestand
aus Kleidern, die aus Leinen gefertigt waren. Im Winter erhielten die
Gefangenen zuséatzlich baumwollene Unterwasche. Zur Uniform gehor-
te eine blaue, mit einem Lederschild versehene Tuchmditze, die her-
untergeklappt aufierhalb der Zelle zu tragen war, um das Gesicht zu
bedecken (Streng, 1882, S. 11; Szuhany, 1867, S. 246—248). Damit wur-
de der Kontakt zu anderen Striflingen unterbunden, wie es das Phil-
adelphia-System vorsah.

Nach Aufzdhlung und Beschreibung der materiellen Verhiltnis-
se soll nun zum Unterricht iibergeleitet werden. Wie im Folgenden zu
zeigen sein wird, zeugen gute personelle Ressourcen und inhaltlich-
organisatorisch bedachte Konzepte davon, dass dem Unterricht am
Zellengefangnis eine grofie Bedeutung beigemessen und damit ein auf
Resozialisierung abgestellter Strafvollzug als gewinnbringend beur-
teilt wurde. Im Einklang hiermit bestand die Zielsetzung der Nirn-
berger Gefangnisschule darin, als Wiederholungsschule in erster Linie
zu geistiger Tatigkeit anzuregen, Wissenslicken schlieflen zu helfen
sowie eine charakterliche Erziehung und Tugendbildung zu férdern;
oftmals bedeutete der Gefangnisunterricht aus Gefangenensicht erst-
mals mit einer regelméafligen Beschulung in Bertthrung gekommen
zu sein. Im Anschluss an den Unterricht stand fir das Selbststudium
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in der Freizeit, wozu ausdricklich animiert wurde, eine mehrere tau-
send Biande umfassende Bibliothek zur Verfiigung (Streng, 1882, 13f.).

Am Zellengefingnis NUrnberg waren, getrennt nach den beiden
Konfessionen, zwei sogenannte Hauslehrer beschiftigt. Zu ihren Auf-
gaben gehorte die Durchfithrung von 18 Unterrichtsstunden wochent-
lich. Die restliche Arbeitszeitim Umfang von 21 Stunden verteilte sich
unter anderem auf die Teilnahme an den Anstaltskonferenzen (2 Stun-
den) sowie die Durchfithrung von Aufnahmeprifungen (2 Stunden)
und Zellenbesuchen (8 Stunden), woriiber im Folgenden noch zu spre-
chen sein wird."

Wihrend teilweise bis zur Mitte des 19. Jahrhunderts ein von aus-
gebildeten Lehrkréften erteilter Unterricht an Gefangnisse eher die
Ausnahme bildete, handelte es sich bei beiden Nirnberger Hausleh-
rern um examinierte Volksschullehrer, die bereits Gber einschligi-
ge Berufserfahrung durch Ubernahme der Lehrtitigkeit an anderen
Gefiangnissen verfiigten.” Im Gegensatz zu ihren Kollegen an den tibri-
gen bayerischen Gefingnissen verdienten die beiden Lehrer am Zel-
lengefingnis zu Beginn des 20. Jahrhunderts mit einem Jahresgehalt
von je 3.000 Mark iiberdurchschnittlich gut’; die Spannbreite betrug
nach Behringer zwischen 1.860 und 1.949 Mark (Behringer, 1909, S. 132).
Waihrend ihre Kollegen an den Volksschulen erstin der Weimarer Repu-
blik den Beamtenstatus erlangten, erfolgte die Bestellung der Hausleh-
rer am Zellengefiangnis Nirnberg zu beamteten Staatsdienern bereits
im Jahr 1906.*

Seit 1862 wurde der Unterricht an bayerischen Zuchthiusern und
Gefangenenanstalten im Rahmen einer Hausordnung einheitlich gere-
gelt (Regierungsblatt, 1862, S.1205-1258). In Nurnberg erlie man 1869
eine eigene Hausordnung (Regierungsblatt, 1869, S. 1945-2000). Im
Vergleich zu den tbrigen bayerischen Gefingnissen war in Niirnberg
grundsitzlich jeder Hiftling schulpflichtig. Statt drei wurden sechs

BHStA, MJu 22498, 16. 8. 1877.

BHStA, MJu 7127, 21. 12. 1867.

BHStA, MJu 6824, Jahresbericht 1906.
BHStA, MJu 6824, Jahresbericht 1906.
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Klassen gebildet. In der ersten und zweiten Klasse wurden vier, in der
dritten Klasse drei und in den Gbrigen Klassenstufen jeweils zwei Stun-
den wochentlicher Unterrichtin der Zeit von Montag bis Sonntag zwi-
schen acht und zwolf Uhr vormittags und teilweise nachmittags von
zwei bis vier Uhr erteilt (Streng, 1879, S. 66).° An allen bayerischen
Gefingnissen ging der Klassenzuteilung eine Kenntnispriifung voraus.®

Der Unterricht an bayerischen Gefangnissen wurde nach einem
Lehrplan erteilt, den jede Einrichtung individuell, den 6rtlichen Gege-
benheiten entsprechend aufstellte. Ziel eines lehrplanmifiig erteilten
Unterrichts war dessen Einheitlichkeit zu erh6hen; neben Bayern hielt
nur Preuflen an einem lehrplanerteilten Unterricht bis in die 1920er
Jahre fest (Frede, 1928, S. 298). Wiahrend Lesen, Schreiben und Rech-
nen zum Unterrichtskanon aller bayerischen Gefangnisschulen gehor-
te, wurde in Nirnberg zusitzlich ein Schwerpunkt auf die Sachfacher
wie Arithmetik, Geometrie, Geographie, Physik, Chemie, kaufmén-
nische Buchfihrung und Englisch gelegt. Damit sollte der Nurnber-
ger Lehrplan einen bedeutenden Umfang erreichen; kritische Stimme
sprachen allerdings von einer Uberfrachtung und Uberforderung der
am Unterricht Teilnehmenden.’

Die heterogene Zusammensetzung, unterschiedliche Lebensalter
und Kenntnisse der Gefingnisinsassen, aber insbesondere die Uber-
fullung einzelner Klassen und die hdufigen Wechsel blieben fir das
Gefangniswesen und somit den Gefingnisunterricht einerseits cha-
rakteristische und andererseits herausfordernde Faktoren. Sie stan-
den einem (lehr-)planmifig fortschreitenden Unterricht entgegen. So
hielt der Hauslehrer Anton Will in seinem Jahresbericht von 1905 fest,
dass rund 25 Prozent der knapp 400 Gefangenen des Niirnberger Zel-
lengefingnisses sehr geringe Kenntnisse besafen; unter ihnen waren
zahlreiche Analphabeten (Jahresbericht Hauslehrer Will, 1905).° Sein
Kollege Ernst Troelltsch duflerte im Anschluss an die Kenntnisprifung,

BHStA, MJu 22498, 16. 8. 1877.
BHStA, MJu 7137.

BHStA, MJu 7137.

BHStA, MJu 6820.
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dass ,sehr viele Straflinge [...] fast alles in der Schule Gelernte verges-
sen [haben]; auch bei vielen der sogenannten besseren Stinde ange-
horigen Gefangenen kann konstatiert werden, daf} sie mehr Einbil-
dung als Bildung haben“ (Jahresbericht Hauslehrer Troelltsch, 1891).°
Bezlglich der Gefangenenwechsel war Troelltschs Jahresbericht von
1905 zu entnehmen, dass er zu Jahresbeginn 104 und am Jahresen-
de 82 Gefangene unterrichtete; im Jahresverlauf standen 154 Zugéngen
176 Abgingen gegeniiber (Jahresbericht Hauslehrer Troelltsch, 1905)."

Charakteristisch fur das Bildungswesen an Gefingnissen inner-
und auflerhalb Bayerns war die Orientierung an der Volksschule und
der Methodik der Herbartianer, unabhéngig davon, dass oftmals Haft-
linge im Erwachsenenalter eine Beschulung erfahren sollten (Brandt,
1985, S. 41ff.). Dazu gehorte ein frontal ausgerichteter und lehrerzen-
trierter Wortunterricht sowie der Einsatz von Lehrmitteln wie Lese-
und Rechenbiichern, Karten und Modelle aus dem Volksschulbereich.”
Eigenstindige Lehrmittel fir den Gefingnisunterricht bildeten sich
mit wenigen Ausnahmen hingegen nicht heraus. Zu diesen gehorten
die von Ernst Troelltsch wihrend seiner Zeit am Zellengefingnis ver-
fassten Schriften zur Zins-, Kapital-, Zeit- und Zinssatzberechnung
(Oelbauer, 2015, S. 262).

Isolation und Unterricht
Wie wirkte sich das Isolationsgebot im Unterricht aus? Vereinzelung
und Separierung sollten konsequent im Unterricht ihre Fortsetzung
finden und die Unterrichtsdurchfithrung bestimmen. Bereits auf dem
Weg zum Schulraum mussten die Gefangenen die in jeder Kontaktsi-
tuation verpflichtend zu tragenden Gesichtsmasken aufsetzen (Miil-
ler-Dietz, 2008, S. 145).

Der Schulraum selbst war gleichfalls auf das Unterbinden des wech-
selseitigen Kontakts der Gefangenen ausgelegt. Er erstreckte sich tiber
zwei Stockwerke, um die sogenannten stalls, auch Isolierstithle genannt,

9  BHStA, MJu 6784.
10 BHStA, MJu 6820.
11 BHStA, MJu 22585, 1.11.1930.
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aufstellen zu konnen. Jeder Stuhl verfiigte Giber ein Sitzbrett und ein
zum Aufklappen gerichtetes Schreibpult (Streng, 1879, S. 46). Die Stith-
le zeichneten sich ferner durch eine erh6hte Anordnung tiber- und hin-
tereinander aus, was die Sicht der Gefangenen aufeinander verhinder-
te, den Blick auf den Lehrer aber zulieR (Krohne, 1889, S. 299f.).

Der erhéhte Lehrerkatheder mit riicklings angeordneter Tafel und
Landkarte bildete eine eigene Ebene, war durch einen Treppenaufgang
erreichbar und Teil einer Balustrade (Das neue Zellengefangnis in Nirn-
berg, 1872). Er war zugleich Mittelpunkt des Unterrichtsgeschehens mit
der Dominanz des Lehrervortrags einerseits und der Passivitdt der am
Unterricht Teilnehmenden andererseits. Beides erfuhr durch dasin der
Kontaktsituation herrschende Sprech- und somit die Form eines Fra-
geverbots seitens der Teilnehmenden annehmend, eine Verstarkung
in die jeweilige Richtung.” Dies wurde von Troelltsch folgenderma-
fen kommentiert: ,Der Unterricht im Zellengefangnis, wo die Gefan-
genen abgeschlossen in Isoliersttihlen sitzen, ist gewifs anstrengender
alsin Strafanstalten mit gemeinsamer Haft, wie in letzteren Anstalten,
wo die Gefangenen selbst an der Wandtafel und Landkarte beschaftigt
werden konnen, wihrend in einer Anstalt mit Einzelhaft jede unter-
richtliche Tatigkeit vom Lehrer selbst ausgefithrt werden muf.“™

Diese als Mangel empfundene vollstindige Passivitit der Teilneh-
menden erfuhr eine Dynamisierung durch die eingangs erwihnten von
den Lehrern mindestens alle zwei Wochen durchzufiihrenden Zellen-
besuche. Deren Sinn bestand darin, individuell auf die Situation des
einzelnen Gefangenen einzugehen, den Unterrichtsstoff nochmals zu
erklaren und in einzelnen Fichern Nachhilfe zu erteilen (Jahresbericht
Hauslehrer Troelltsch, 1900)." Diese Zellenbesuche gehorten zu den
Kernaufgaben der Lehrer seit Bestehen des Niirnberger Zellengefing-
nisses'° und waren somit Teil des Unterrichtskonzepts. Das heifit, man
war sich von Anbeginn der Schwichen eines durch Isolation gekenn-

12 BHStA, MJu 22496, 15. 3.1930.
13 BHStA, MJu 22498, 11. 6. 1910.
14  BHStA, MJju 6802.

15  BHStA, MJu 7137.
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zeichneten Unterrichts bewusst und baute durch die Zellenbesuche ein

als notwendig empfundenes Korrektiv ein; zugleich wurde dadurch die

Bedeutung der Lehrkrifte verstérkt, die gleichermafien Erzieher, Auto-
ritdt und Vorbild waren und als sidkularisierte Seelsorger die Straflinge

auf die Rechte Bahn bringen sollten (Eberle, 1980, S. 156).

Isolation und Innovation?

Die Hauslehrer des Zellengefangnisses erkannten, dass die Isolation der
Gefangenen, die hiufigen durch die individuellen Haftstrafen beding-
ten Wechsel der Gefangeneninsassen und die lehrplanméifiige Ertei-
lung des Unterrichts letztlich nicht miteinander vereinbar waren. Auf
das Isolationsgebot konnten sie ebenso wenig Einfluss austiben wie
auf den Wechsel der Gefangenenpopulation, hingegen auf die Orga-
nisation und Gestaltung von Lehre und Lehrplan.

Die im tiglichen Unterricht gewonnenen Erfahrungen veranlass-
ten die Lehrkrifte dazu, Anderungen im Unterrichtsablauf vorzuneh-
men. Die Zahl der gleichzeitig zu unterrichtenden Gefangenen wur-
den Anfang der 1880er Jahre reduziert, indem die Anzahl der stalls
von 52 auf 32 herabgesetzt wurde (Streng, 1882, S. 13). 1891 sollte die
Klasseneinteilung eine Verdnderung erfahren. Bis zu diesem Zeitpunkt
unterrichteten die beiden Lehrer entweder die ersten drei Klassen (Stu-
fen 1 bis 3) oder die zweiten drei Klassen (Stufen 4 bis 6). Jetzt wur-
den die Stufen parallelisiert und jeder Lehrer unterrichtete alle Klas-
senstufen gleichermafien; dies bescherte den Lehrkriften zugleich
einen ,,abwechslungsreicheren® Unterricht (Jahresbericht Hausleh-
rer Pregler, 1891)."

Schliefilich erfolgte zwischen 1904 und 1906 eine auf den Arbeiten
Anton Wills basierende Uberarbeitung des Lehrplans, der 1907 in novel-
lierter Form in Kraft trat und in der Folge fiir alle bayerischen Geféng-
nisse zum Musterlehrplan werden sollte, womit das Unterrichtswesen
an bayerischen Gefiangnissen eine weitere Vereinheitlichung, zumin-
dest organisatorischer Art erfahren sollte. Dies bedeutete, dass der

16 BHStA, MJu 6784.
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Unterricht nach einem durch die Aufsichtsbehoérden (Staatsanwalt-
schaften) fiir jede Anstalt genehmigten Lehrplan zu erfolgen hatte
(Gesetz- und Verordnungsblatt, 1907, S. 643—678). Da die unterrichtli-
che Tétigkeit an den Gefingnissen von Standort zu Standort durchaus
verschieden geartet sein konnte, kénnen nur weitere Quellenstudien
dartiber Aufschluss geben, ob das Reformkonzept Wills auch andern-
orts zur Anwendung kam.

Will hatte im Rahmen seiner unterrichtlichen Tétigkeit erkannt,
dass die Behandlung eines Stoffgebiets in abgerundeten, kleinteili-
gen Einzelthemen erfolgversprechender fur einen geordneten Unter-
richtsablauf war. Der Lehrplan erfuhr somit eine Begrenzung auf das
Wesentliche. Neben den Bereichen Lesen, Schonschreiben, Rechtschrei-
ben, Sprachiibungen, Aufsatz und Rechnen galt Wills Neukonzeption
den Realienfichern Geographie, Geschichte, Naturgeschichte und Phy-
sik. Bei Letzteren wurde der Stoff in eine unterschiedliche Anzahl von
Abteilungen (zwischen 13 und 21) so untergliedert, dass die einzelnen,
ein geschlossenes Ganzes bildenden Teilgebiete organisch miteinander
verbunden waren und somit der zu erarbeitende Stoff zur Wiederho-
lung gelangte. Im Anbetracht von 30 bis 60 halben Stunden pro Schul-
jahr konnte fir jedes Lehrfach in der Regel auch nicht mehr als eine
Lektion behandelt werden. Dariiber hinaus l4sst gerade der Umfang
in den Realienfichern mit ihren insgesamt 75 unterschiedlichen Lek-
tionen den bereits an anderer Stelle erhobenen Vorwurf einer Uber-
frachtung bzw. Uberforderung nicht ganz unbegriindet erscheinen.

So sah beispielsweise der Detaillehrplan fiir Geschichte 21 unter-
schiedliche Lektionen vor."” Diese umfassten alle geschichtlichen Epo-

17  Die Lektionen im Einzelnen lauten: Die altern [sic] Deutschen und ihre Kampfe
mit den Rdmern, Das Zeitalter Karls des Grofien und Einfithrung des Christen-
tums, Die Zeit der deutschen Kénige, Die Hohenstaufen und die Kreuzzlge, Die
Zeit der Herrschaft der Landesfursten, Die Zeit der Entdeckungen und Erfindun-
gen, Die Blutezeit der Stadte, Das Zeitalter der Reformation bis 1648, Das Zeital-
ter Ludwig XIV., Das Zeitalter Friedrich des Grofien, Das Zeitalter der Revolution,
Zweites Zeitalter der Entdeckungen und Erfindungen, Das ackerbautreibende Volk
der Agypter, Das kunstliebende Volk der Griechen, Das kriegerische Volk der R6-
mer, Die ersten christlichen Reiche, Der Hohepunkt der Macht der deutschen K-
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chen mit einem Schwerpunkt deutsche Geschichte. Sie sind so aufein-
ander bezogen, dass Riickbeziige zwischen einzelnen Lektionen moglich
waren. So behandelten beispielsweise die Lektionen ,,Die Bliitezeit der
Stadte” und ,Munchen, ein Mittelpunkt der heutigen Kultur“ sowie

,Die altern [sic] Deutschen und ihre Kimpfe mit den Rémern“und ,Das
kriegerische Volk der Romer“ zueinander anschlussfahige Inhalte, auf
die aufgebaut werden konnte und somit die Vermittlung neuer Stoff-
einheiten ermdglicht wurde.

Auch zwischen den einzelnen Fachgebieten bestand die Moglichkeit,
Querbeziige herzustellen. So beschiftige sich die fiunfte und sechste
Lektion der insgesamt 19 Lektionen in Naturgeschichte mit den Grund-
versuchen iber Verbrennung in und den Bestandteilen von Luft und
Wasser und die Lektionen fiinf und sechs der insgesamt 13 Lektionen
in Physik ebenso mit Luft und Wasser unter dem Aspekt unterschied-
licher Druckarten (Jahresbericht, 1906)."

Innerhalb einzelner Lektionen sorgten Wiederholungen fur ent-
sprechende Ankniipfungsmoglichkeiten fir neu in den laufenden
Unterricht eingetretene Haftlinge, die somit kein Hindernis mehr fir
den Fortgang des Unterrichts darstellten bzw. dem Unterricht miihe-
loser folgen konnten; eine genauere Beschreibung dessen, wie das
erfolgte, bleibt Will schuldig. Er lieferte jedoch den Hinweis, dass die
Hauslehrer bei der Stoffauswahl fiir jedes Schuljahr und jede einzel-
ne Klasse eine gewisse Wahlmoglichkeit besaflen und auf diese Wei-
se den Unterricht an die jeweiligen Erfordernisse dynamisch anpassen
konnten (Jahresbericht, 1906)." In den nachfolgenden Jahresberich-
ten wird nunmehr auf Wills Lehrmethode und den darauf fuflenden
Lehrplan verwiesen, ohne allerdings weitere Angaben, insbesondere

nige, Kreuzziige, Die Entdeckung der Portugiesen und Spanier und die Erfindun-
gen der Deutschen und deren Folgen, Die Reformation, Die Errungenschaften der
Neuzeit, Miinchen, ein Mittelpunkt der heutigen Kultur (BHStA, MJu 6824, Jah-
resbericht, 1906).

18  BHStA, MJu 6824.

19 BHStA, MJu 6824.
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zu den damit verbundenen Herausforderungen bzw. seiner eventuell
erfolgten Weiterentwicklung zu machen.

Anton Will lief} sich bei seiner Konzeption von den Erlauterungen
des Schuldirektors Max Zesch aus Grof3schénau in Sachsen beztiglich
der konzentrationsfahigen Einzelgliederung des Unterrichtsstoffes
(Zesch, 1906) und insbesondere von der Lehrplantheorie des Min-
chener Stadtschulrats Georg Kerschensteiner (1854-1932) mit seinem
Konzept des exemplarischen Lernens leiten (Kerschensteiner, 1901,
S. 70ff.; Adrian, 1998, S. 22). Letztlich handelte es sich um eine (mehr
oder weniger gegliickte) Adaption von Kerschensteiners Lernplantheo-
rie an die Gegebenheiten des Gefangnisunterrichts, die Kerschenstei-
ners Vorstellung aber verkiirzt und damit verzerrt umsetzt (Jahres-
bericht Hauslehrer Will, 1906).?° Wihrend Kerschensteiner sich mit
seiner Vorstellung einer Charakter- und Tugendbildung férdernden
erziehenden Schule gut in den Bildungsauftrag der Gefangnisschu-
le einfligen hitte kénnen, zielte sein Lernplankonzept auf die Refor-
mierung der Realienficher an den Volksschulen (Wilhelm, 1991, S. 111;
Knoop/Schwab, 1999, S. 162ff.) und lieR die unterschiedlichen Lebens-
alter der Gefangene unbertcksichtigt. Auch der bereits in Kerschen-
steiners Lehrplantheorie mitschwingende Arbeitsschulgedanken mit
dem Konzept von Selbststandigkeit und Selbsttatigkeit stand im Wider-
spruch zur grundlegenden methodischen Ausrichtung des herbartiani-
schen Frontalunterrichts, an der sich den Aufzeichnungen Wills zufol-
ge nichts gedndert hat.

Der Gefangnisunterrichtblieb also in seinem Wesen erhalten und
sollte keine eigenstindige Ausformung erfahren; die Rahmenbedingun-
gen stellten eine untberwindbare Entwicklungshiirde dar. Dennoch
wurde der Unterricht von den Gefangenen als positiv und gewinnbrin-
gend wahrgenommen. S6ldner berichtete 1911 von einem abwechs-
lungsreichen Unterricht, bei dem manches wieder in Erinnerung geru-
fen wurde, was langst vergessen schien (S6ldner, 1911, S. 27).

20 BHStA, Mju 6824.
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Fazit und Ausblick

Schule und Unterricht sollten erst gegen Ende des 19. Jahrhunderts
in einem auf Resozialisierung zielenden Strafvollzug an Bedeutung
gewinnen und sich neben Arbeit und Seelsorge zu einer dritten Saule
erzieherischer Mafinahmen entwickeln. Gleichzeitig fufite das Straf-
vollzugskonzept auf Isolation und iibte damit auf die erzieherischen
Bemuhungen sowie das inhaltliche und methodische Unterrichtsge-
schehen einen direkten Einfluss aus, wie es am Beispiel des Niirnber-
ger Zellengefiangnisses gezeigt werden konnte. Es war ganzheitlich
angelegt, angefangen vom unter Verwendung einer Gesichtsmaske
beschrittenen Gang der Gefangenen zum Klassenzimmer, der Bestuh-
lung des Klassenraums und der einseitigen Lehrer-Schiiler-Kommuni-
kation in der Klassensituation. Die Zellenbesuche als eine Art Nachun-
terricht dienten einerseits der Kenntnisprifung. Andererseits stellten
sie fir die Gefangenen eine der wenigen Mdglichkeiten dar, aus der
alltaglichen, kommunikativen Isolation zu entrinnen.

Die Lehrer am Niirnberger Zellengefiangnis bemiihten sich mit einer
Uberarbeitung des Lehrplans und unter Verwendung des exemplari-
schen Lernens eine gewisse Abwechslung in den Unterrichtsalltag ein-
flieflen zu lassen und tibernahmen bereits bestehende Konzepte Ker-
schensteiners, die sie an die 6rtlichen Gegebenheiten anpassten. Sie
konnten allerdings nicht vollstindig zur Entfaltung gelangen. Denn
am Nurnberger Zellengefingnis sollte die grundlegende Struktur des
Unterrichts und Unterrichtens bis weit in die 1920er Jahre Bestand
haben. Erst ein erneuertes Strafvollzugsverstindnis wiahrend der Wei-
marer Republik sollte zu einer Anderung mit der vollstindigen Aufga-
be desIsolationsgedankens fithren und der Unterricht weitestgehend
demjenigen an 6ffentlichen Schulen entsprechen. Aulerhalb Bayerns
wurde der schulisch erteilte Unterricht um die Form der im Umfeld
der Volkshochschulen entstandenen Arbeitsgemeinschaften erginzt.
Damit sollte der erwachsene Adressatenkreis gezielter angesprochen
und zur Mitarbeit animiert werden (Oelbauer, 2022).
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Bayerisches Hauptstaatsarchiv Miinchen (BHStA)
MJu 6784. Jahresberichte Zellengefiangnis Niirnberg 1891-1894.

MJu 6802. Akten des koniglichen Staatsministeriums der Justiz. Nirnberg.
Jahresberichte der Strafanstalten. Jahrgang 1900. Strafanstalten N-Z.

M]Ju 6820. Akten des koniglichen Staatsministeriums der Justiz. NUrnberg.
Jahresberichte der Strafanstalten. Jahrgang 1905. Strafanstalten N-S.

MJu 6824. Akten des koniglichen Staatsministeriums der Justiz. Nirnberg.
Jahresberichte der Strafanstalten. Jahrgang 1906. Strafanstalten N-P.

MJu 7127. Akten des koniglichen Staatsministeriums des Innern. Nun der Justiz.
Betreff: Zellengefangnis Nirnberg. Schulunterricht Schuldienst. Ernennung
der Hauslehrer. 1867-1890.

MJu 7137. Akten des koniglichen Staatsministeriums der Justiz. Nirnberg.
Zellengefingnis. Hausordnung und Dienstinstruktionen 1870-1920.

MJu 22496. Akten des Staatsministeriums der Justiz. DVO. Vollzug. Schulunterricht.
Band I1. 1930-1933.

MJu 22498. Akten des koniglichen Staatsministeriums der Justiz. Strafanstalten.
Hauslehrer. Schulunterricht. 1857-1924.

M]Ju 22585. Akten des koniglichen Staatsministeriums der Justiz. Inspektion
der Strafanstalt. Ntrnberg. 1893—, Die Besichtigung der Gefangenenanstalt
Nirnberg.
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Abstract  The article examines the educatio-
nal and social needs of children in the devasta-
ted and impoverished People’s Republic of
Macedonia (Narodna Republika Makedoni-
ja— NRM) as one of the constituent units of
the Yugoslav Federation (Federativna Narod-
na Republika Yugoslavia — FNR]) in the first
years after the end of World War II. The fo-
cus is primarily given on the measures and

activities that the Macedonian policy makers

DOI 1015240/tul/006/2024-2-003 undertook in the areas of education and so-

cial protection of children and the changes
their implementation brought in children’s
life. Based on the study of a large number of legal acts and other primary sources, the

various aspects of the democratization of education and social care in the new post-
war political context are examined: expansion of the school network, access to edu-
cational and social institutions and services for all children, recognition of the right to

education in the mother tongue, establishment of pre-school education, special edu-
cation and the protection of vulnerable children. The research interest is also focused

on the needs of a large number of children refugees, mostly Macedonians, who were

evacuated during the civil war in Greece from its northern parts and sent to the soci-
alist states in the Balkans and in Eastern Europe. Most of them were housed in Yugo-
slavia and especially in Macedonia, which in 1948 became the largest transit center
and shelter for thousands of children in need. Based largely on archival material and

testimonies of child refugees, the article sheds light on the process of evacuation of
children, their life in children’s homes throughout Macedonia and the endeavors of the

state to meet their needs for shelter, food, education and normal life.

Keywords  children in need, child protection, postwar education, child refugees,
Macedonia

Introduction
The period immediately after World War II is one of the most impor-
tant and challenging stages in recent Macedonian history marked by
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far-reaching political, social and educational changes. Those are years
in which the foundations of the Macedonian socialist state were laid
following a long struggle of Macedonian people for national freedom,
social justice and cultural emancipation. Fighting together with the
other Yugoslav nations against the fascist occupiers for four years, the
Macedonians gained their statehood within Yugoslav federation as
a state community of free and equal nations." The People’s Republic
of Macedonia became one of the six republics in the Federal People’s
Republic of Yugoslavia, and the Macedonian language became one of
the three official languages in the Yugoslav Federation, along with Ser-
bo-Croatian and Slovenian (Jurukova, 1990, p. 53). It was a period of
the so-called administrative socialism (1945-1953), of a strictly cent-
ralized state and economy, of party monopoly and ideology of monism.
The economic, cultural and educational conditions in post-war
Macedonia were unfavorable. Yugoslavia at that time was one of the
most underdeveloped countries in Europe, and Macedonia was one
of its least developed republics, without its own industry and with
extremely primitive agricultural production. The population in Mace-
donia was mostly agricultural and poor: 69.4% of all agricultural fam-
ilies were unable to realize a surplus for the market (Jurukova, 2003,
p- 35). The educational structure of the population was extremely poor.
In 1944, 67.5% of the total population over 10 years of age was illiterate;
according to the 1948 census, 48,8% of the entire population over the
age of 10 had not attended any school (Statisti¢ki godi$nik na SRM, 1968,
p. 6).In the report of the Presidium of ASNOM? from 1944 it is written:
“Education was in a very difficult position due to a lack of professional
staff, textbooks, school buildings...” (Veljanovski, 1987, p. 395). The

1 Deklaracija na AVNO]J [AVNO] Declaration], 1943. Fund AVNO], 8/1496. Arhiv na
oddelenieto za dokumentacija pri Institutot za nacionalna istorija, Skopje.

2 ASNOM is the acronym for the Anti-Fascist Assembly of the People’s Liberation
of Macedonia (Antifasticko Sobranie na Narodnoto Osloboduvanje na Makedon-
ija), which represents the first supreme government authority in the People’s Re-
public of Macedonia (NRM) that was constituted on August 2, 1944 in the mon-
astery of Prohor Pchinski.
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damage to cultural and educational institutions during the war was
extensive. During the retreat from Macedonia, the occupying armies
completely or partially damaged almost all school buildings, and des-
troyed school equipment, teaching aids and rich school archival mater-
ials. This situation is confirmed by testimonies: “In November 1944, the
buildings of almost all the schools in Macedonia were badly damaged,
and the school inventory (desks, tables, blackboards, cabinets, etc.)
was completely destroyed and taken away...” (Jurukova, 1990, p. 73). In
addition, as a result of the expulsion of educational staff who did not
want to be in the service of the Bulgarian educational policy author-
ities during the occupation, there was a serious shortage of teaching
staff in Macedonia after the end of the war. When Macedonia was lib-
erated, a total of 312 teachers were available, and for the normal func-
tioning of the schools, 3000 to 3500 teachers were needed (Hristov,
Todorovski & Veljanovski, 1984, p. 446).

As a consequence of the war damage and the inherited unfavorable
conditions in all spheres of social life, most of the children in Macedo-
nia in the first years of fragile peacetime lived in constant and urgent
need for food, shelter, education, care, safety and protection. In the fol-
lowing text the state initiatives and policy actions to meet the specific
educational and social children’s needs will be discussed.

School Access to All Children

Education was a top priority in the agenda of the Macedonian govern-
ment since its constitution in 1944. It was considered to be the key factor
for overcomingilliteracy and the poor educational structure of the pop-
ulation and a prerequisite for achieving progress in all areas of social
life. Therefore, the Macedonian policymakers in the first years after the
war undertook a series of activities to restore and expand the school
network from the pre-war period and to meet the educational needs
of all children. Hence, since the very beginning, the new Macedonian
educational system was founded on the democratic principles which
were incorporated in the first Constitution of the People’s Republic
of Macedonia from 1946 (Ustav na NR Makedonija, 1947) and will
remain pillars of the further development of education in Macedonia:
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—accessibility of all schools and other organized forms of education to
all the children, regardless their social status, gender, ethnic and reli-
gious origin;

—mother tongue education, in accordance with the principle of equal-
ity in education for all the constitutive nations and minorities in the
Yugoslav Federation (Krneta, 1978, p. 111);

— compulsory and tuition-free primary education in public schools.

Organized efforts to open primary schools were made even before the
final liberation of Macedonia. In the newly liberated areas, intensive
activities for adapting school buildings, equipping them with school
furniture and teaching aids, recruiting teachers, and creating curricula
and methodological guidelines and texts, took place simultaneously
with the enrollment of students: “[...] while these preparations are
being made, students can be enrolled [...]” (Kamberski, 1994, p. 64).

After the war, the initial activities were aimed at enrollment of all
children aged 7 to 10 years in four-year primary education, which resul-
ted in an almost 40% increase over the pre-war period (94.6% in 1952/53,
compared to 46.2% in 1939/40) (Osnovni statisticki podaci..., 1957, Sta-
tisticki godisnik na SRM, 1968). A great incentive for the development
of the school network in Macedonia was the adoption of the Five-Year
Plan of the National Economy of the People’s Republic of Macedonia for
1947-1951, which defined the educational priorities: “to eliminate illit-
eracy and ensure the education of the masses of people from the cities
and villages. Children should be provided with a healthy development
and education that will create hardworking, courageous and free cit-
izens. By 1951, 30% of the entire school population should be covered
with seven years of schooling” (Kamberski, 1994, p. 58). The avail-
able data of the official state statistics testify to the dynamic develop-
ment of primary schooling in this five-year period and show a constant
increase in the number of schools, students and teachers. Thus, in the
period 1944-1950, 1096 schools were renovated and built in Macedo-
nia (Opstoobrazovatelni skolii skoli za nastaven kadar vo Makedonija
1940/41-1950/51, 1955, pp. 28, 29). In the academic year 1950/51, the
number of primary school students increased by 72.2% compared to
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the academic year 1944/45,° which is the result of the increase in the
birth rate, but also of the legal regulation of compulsory primary edu-
cation and the increase of its duration from four to seven years (Zakon
za sedumgodisno osnovno obrazovanie, 1948, p. 279), and later to eight
years (Resenija za otvoranje osmoletki, 1950).

Along with the expansion of the school network, the Macedonian
educational authorities took measures regarding the program consolid-
ation of primary education. The first official documents with a norma-
tive and methodological character were enacted in 1944-1945, aiming
at providing a common core curriculum and incorporating the new
school conceptinto the practical organization of the primary schools in
early post-war Macedonia. The temporary plan for training in elemen-
tary schools adopted on September 30,1944" was the first document in
Macedonia which, in addition to the program structure, determined the
goals and tasks of primary education: “Primary education is mandatory
and lasts seven years. The purpose of primary education is to enable
the student to use pen and book not only while he is a student, but also
afterwards; to acquaint him with our reality and that of other fraternal
nations;[...] to inspire him with the spirit of our struggle, which is not
separate, but connected to the struggle of the other fraternal nations
of the Democratic Federal Yugoslavia.”® The spirit of togetherness and
the emphasized social dimension of the student and the school were
also present in the Special Instruction of the Commission for Educa-
tion within the Presidium of ASNOM dated January 10, 1945 (Kam-
berski, 1994, p. 65.). In this program document with an instructional
character, teachers were asked to carry out a “real revolution in the
old school”, to transform it “from a learning institution into a part of

3 Statisticki podatoci za site vidovi ucilista vo Makedonija od 1944-1951 [Statis-
tical data for all types of schools in Macedonia from 1944-1951]. Fund 170/26, Unit
3/72-80. Drzaven Arhiv na Makedonija, Skopje.

4 Privremen nastaven plan i program za obuka vo osnovnite ucilista [Provisional
curriculum for training in primary schools], 1944. Fund ASNOM/5. Drzaven arhiv
na Makedonija, Skopje.

5 Ibid.
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social life, from a book school into a social school”. It should grow into

a community of equal, free and hard-working children, into “a small

student state, in which order, discipline, hygiene, achievements and

everything else are the work of the students themselves, and not some-
thingimposed by teachers or officials”. In terms of the teaching method-
ology, the Instruction calls for “relocating the pedagogical center, so

that the student, who was a planet, become the sun around which the

school program and the weekly distribution of lessons, order, hygiene

and everything else in the school will revolve”.

Although in these first program documents related to primary
schooling in postwar Macedonia can be easily traced elements of the
new school (Dewey’s educational theory, Kerschensteiner’s working
school, social pedagogy), they did not find direct realization in practice.
Primary school work in the early post-war period was firmly rooted
in the Marxist and Leninist theory of education (such as developing
a “universal” or “multilateral” personality) and in the achievements
of the People’s Liberation War and the Socialist Revolution (among
which the greatest was the “brotherhood and unity of Yugoslav peoples
and minorities”), and methodologically articulated in the traditional
model of teaching (Miovska-Spaseva, 2015, pp. 124-126).

In the following years, the primary school curriculum was regu-
lated by the Provisional program for primary schools adopted in 1946
(Angelovski, 1985, p. 85). Until 1948 the curricula were under the ju-
risdiction of the republics (Potkonjak, 1977, p. 43), and afterwards
they were developed on the basis of the federal framework curriculum.

Education in Mother Tongue

One of the key factors for increasing student enrollment in schools
was mother tongue education. The right to education in the mother
tongue was already recognized in practice during the National Liber-
ation War (1941-1944) when the first schools were opened, and guar-
anteed by the first Constitution of the Republic (Ustav na NR Make-
donija, 1947). This is especially important if one take into account that
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in pre-war Yugoslavia Macedonians, as well as members of minorities,
did not have the right to school in their native language.

At the first meeting of ASNOM in 1944, the Macedonian language
was declared the official language in Macedonia (Resenie na ASNOM...,
1945), and a year later its alphabet (Rezolucija po prasanjeto za make-
donskata azbuka, 1945) and orthography (Resenie za pravopisot na
makedonskiot jazik, 1945) were codified. Thus, for the first time in
Macedonian schools, teaching was delivered in a standard Macedonian
language. This created conditions for writing textbooks and manuals
in Macedonian, thus contributing to raising the level of teaching in
schools. Namely, before the codification of the alphabet, the first par-
tisan schools in Macedonia did not have textbooks written in the Mace-
donian language. Textbooks from pre-war Yugoslavia were used, as
well as bulletins, leaflets and slogans written in Macedonian that had
more political and revolutionary than educational significance (Kita-
noski, 1973, p. 31). In accordance with the ethnic structure of the pop-
ulation in Macedonia and the policy of national equality in the field
of education, primary schools were opened not only in the Macedo-
nian language, but also in Albanian, Turkish and Serbo-Croatian, for
the children of the minorities.

The table below presents the development of the 4-year primary
school networkin the four languages of teaching in the period 1944-1950,
and the increase in number of the primary students and teachers.

Table 1. Number of primary schools, students and teachers according to language
of instruction (1944—1950)6

School Schools Students Teachers

year MK | AL | TR | sc | MK AL TR sc MK | AL | TR | sc

1944/45 828 60 37

75602 3975 3334 186 1701 104 49 2

1945/46 830 142 55 85363 15494 6702 1166 1527 264 | 125 19

1946/47 816 148 65 86389 | 15980 | 7280 1408 | 1485 | 269 | 1283 19

1947/48 964 166 7 97472 20714 10203 | 1702 1612 314 165 18

1948/49 982 179 7 94959 | 20714 10722 | 1717 1546 | 376 | 163 23

o | ~N NN NN

1949/50 1100 209 | 100 101549 | 26349 | 12621 1303 1745 | 421 249 | 22

6 The table is made by the author based on the statistical data given in Jurukova,
2003, pp. 65-73.



60 Historia scholastica 2/2024 10 Suzana Miovska-Spaseva

Statistical data show an increase in the number of schools, students
and teachers in minority languages. Thus, compared to the academic
year 1944/45, when in 89.3% of the primary schools teaching was in
Macedonian, in 6.5% in Albanian, in 4% in Turkish and in 0.2% Serbo-
Croatian, in the 1950/51, the number of primary schools with teaching
in Macedonian language was 77.5%, 14.6% in Albanian, 7.1% in Turk-
ish and 0.8% in Serbo-Croatian. The situation is similar in relation to
the number of pupils and students: the number of pupils and teach-
ers from minorities is increasing, while the number of Macedonians
is decreasing.’

In addition to these schools, in this period there were also mixed
schools in Macedonian, Albanian, Turkish and Serbo-Croatian lan-
guages, even with classes with less than 10 students. Their number was
constantly increasing, so that in the academic year 1955/56 in Mace-
donia there were 74 mixed schools (Zlatku, 1985, p. 171).

This rapid and successful development of schools for minorities
was, however, accompanied by the same difficulties faced by schools
in the Macedonian language: lack of professionally qualified teaching
staff, teaching aids and textbooks. In addition, part of the Turkish and
especially the Albanian families did not enroll their children in school
because they considered that going to school is “wasted time” and
that “school is not necessary for village children” (Mustafa Avzi, 1985,
pp- 184-185). Therefore, in the period 19451950, the enrollment of
children, especially girls, in the four-year primary schools was below
the planned minimum, and in the school year 1947/48 the dropout
rate of students from the Albanian and Turkish minorities reached up
to 90% (ibid, p. 185).

The issue of the lack of teaching staff was common to all nation-
alities in Macedonia and was addressed with equal commitment by
the educational authorities. In the beginning, teachers’ courses in

7  Zbirna tabela za osnovnite ucilista, za ucenicite i za nastavniot kadar vo Make-
donija 0d 1939/40 do 1950/51, [Summary table for primary school teachers, stu-
dents and teaching staff in Macedonia from 1939/40 to 1950/51] pp. 291-309. Fund
170/26, Unit 7. Drzaven arhiv na Makedonija, Skopje.
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Macedonian, Albanian and Turkish were organized during the sum-
mer vacation every year from 1945 to 1953. In 1945, the first teacher’s
school with teaching in the Macedonian language was opened, and
shortly afterwards two more were established (Miovska-Spaseva, 2013,
pp- 129-146). In 1947, a regular class in the Albanian language was
opened at the teacher’s school in Skopje for the preparation of teach-
ers for elementary schools in the Albanian language, and from the
school year 1950/51, an independent teacher’s school in the Albanian
language began to work in Tetovo. By expanding the primary school
network and extending the duration of compulsory schooling, the
level of teacher education raised. Thus, in the academic year 1947/48,
post-secondary teacher training college were established in Skopje
with the aim to prepare teachers for the lower classes of the sec-
ondary schools and upper classes of the primary schools, as well as edu-
cators for the students’ homes and dormitories (Uredba za osnovanje
Visa pedagoska skola vo Skopje, 1947, p. 312). This institution played
a particularly significant role in training staff not only in the Macedo-
nian language, but in Albanian and Turkish as well.

The right to education in mother tongue was also implemented
through the publication of school textbooks. In 1945 the first Primer in
Macedonian language was published (Pop Eftimov et al., 1945), in the
same year the first primer in Turkish was printed, and a year later in
Albanian (Zlatku, 1985, pp. 176-178). In the beginning, textbooks writ-
ten in Macedonian were translated into the languages of the minorit-
ies, for which a significant number of qualified translators were hired.
At the same time, efforts were made to provide conditions for the cre-
ation of original textbooks for minority children in Macedonia. Thus,
in the first ten years after the liberation, textbooks were published by
8 Albanian and 10 Turkish authors (ibid., p. 177).

Preschool Childcare and Education

In addition to the intensified activities regarding the education of school
children, the educational authorities in Macedonia in the early post-war
period also paid great attention to the social protection and education
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of preschool children.® The employment of women mothers, as well
as the migration of the population from the countryside to the city,
emphasized the need for organized childcare in preschool institutions.
Hence, in the initial period they received only children whose both
parents were employed. The first kindergarten was opened in Skopje
in February 1945, and a few months later two more were opened in
Skopje. In these three kindergartens 54 children from 3 to 7 years were
enrolled in specially adapted residential buildings, with living rooms,
bedrooms, dining rooms, kitchens and the most necessary sanitary
devices. The total area of the kindergartens was 90 m? with an aver-
age of 1.66 m? for each child. 6 people with incomplete education were
employed in the kindergartens.’ One year later, nurseries started to
operate as a consequence of the country’s industrial development and
the growing need to help the working mothers. The first nursery school
with 70 children was opened in 1946 in the cigarette factory in Skopje."

Seasonal kindergartens have also made a significant contribution
to the expansion of the network and the spread of interest in preschool
institutions until the 1950s. However, with the change in the method
of financing (from budget financing to self-financing), the interest in
attending them dropped significantly, and thus the coverage of children.

8  Godisen plan za rabotata na Otsekot za preducilisni i vonucilisni ustanovi pri
Ministerstvoto za prosveta na NRM [Annual plan for the work of the Department
for Pre-School and Out-of-School Institutions at the Ministry of Education of
the People’s Republic of Macedonia], 1946. Fund 170/11, Unit 11/28-38, pp. 28-38.
Drzaven arhiv na Makedonija, Skopje.

9  Izvestaj zarabotata na Otsekot za preducilisni i vonucilisni ustanovi pri Minister-
stvoto za prosveta na NRM [Report on the work of the Department for Pre-School
and Out-of-School Institutions at the Ministry of Education of the People’s Re-
public of Macedonia], 1947. Fund 170/11, Unit18/73-75. Drzaven arhiv na Make-
donija, Skopje.

10 Izvestaj zarabotata na Otsekot za preducilisniivonucilisni ustanovi pri Oddeleni-
eto za skolstvo na Ministerstvoto za prosveta na NRM od januari 1945 do dekemvri
1948 [Report on the work of the Department for Pre-School and Out-of-School In-
stitutions at Department for Schooling at the Ministry of Education of the People’s
Republic of Macedonia from January 1945 till December 1948], 1948. Fund 170/11,
Unit 20/78-83. Drzaven arhiv na Makedonija, Skopje.
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Beside kindergartens and nurseries, pre-school classes were estab-
lished as non-compulsory and tuition free institutions for pre-school
education of children aged 4-7. The educational activities were car-
ried out in mother tongue in several areas: physical education, games,
drawing, modeling and working with other materials, getting to know
nature, musical education, developing speech, developing basic math-
ematical representations (Napatstvie za organizacijairabotavo zabav-
istata, 1957, p. 520).

Initially, all preschool institutions, except pre-school classes, were
treated as social welfare institutions under the authority of the Min-
istry of Social Policy. This status was regulated at the federal level by
the first document on kindergartens, in which they were defined as

“social institutions of the people’s government for daily care, nurturing
and public education of children from 3 to 7 years of age”, and a basic
requirement for admission of children was “that the mother should
be at work during the day outside the house” (Napatstvie za organi-
zacijata, socijalno-zdravstvenata i vospitna rabota..., 1945, p. 827). By
the decision of the Government of NRM in 1948, kindergartens passed
under the authority of the Ministry of Education and became edu-
cational institutions. In that way the interest of working parents in
preschools increased. The work of preschool institutions was intensi-
fied with the adoption of the 1948 Federal Decree on the opening of
kindergartens and nurseries," which obliged all larger organizations
that perform economic and other activities to open kindergartens and
nurseries for the children of their employees. After the adoption of
this decree, preschool institutions were opened in all cities in Mace-
donia, which significantly increased their number and the number of
children enrolled.

The expansion of the network of preschool institutions of different
types raised the issue of education of qualified personnel. The first step
of the Ministry of Education and Culture to address this issue was the
establishment of a class for pre-school teachers at the teacher’s school

11 DARM, 1947. Fund: Pretsedatelstvo na Vladatana NRM , 7/63.
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in Skopje in 1948/49.” Two years later the Ministry adopted the Reg-
ulations for the organization and work of kindergartens (Pravilnik za
organizacijairabotana detskite gradinki, 1950), which until 1959, when
the first law on preschool education was enacted, regulated the admis-
sion of children, their health care, educational activities, as well as the
role and tasks of preschool educators and parents. These regulations
preserved the social character of the kindergartens, since they were
to “admit only children whose mothers went to work...” and defined
them as “institutions of care and upbringing of healthy children from
the age of 3 till starting school” in which all the activities were to be
carried out in the mother tongue.

Education and Care for Children with Special Needs
There was no organized protection, education and rehabilitation for
children with special needs in Macedonia before the war. There were
only two classes for children with mental disabilities with 10-15 stu-
dents each at two elementary schools in Skopje and one class with
18 students at the elementary school in Kumanovo (Kondarko, 1961,
p- 320). In the first years after the war, with the joint efforts of the Min-
istry of Social Protection, the Ministry of Education and the Associations
of the Deaf and Blind, special homes and shelters with educational char-
acter were organized for children and young people with visual, hearing
and speech impairments, and with mental developmental disabilities.
The first home for 32 blind children and young people was opened in
1946 in Bitola. Due to a lack of professional teachers, the five children
who were literate were responsible for teaching other students in the
home until 1951(Janeva-Angelova, 1985, pp. 189-190).

In 1949, the first home for hearing-impaired children was opened
in the village of Petrovec near Skopje, and in the same year a primary

12 Izvestaj za rabotata i problemite na preducilisni i vonucilisni ustanovi pri Minis-
terstvoto za prosveta na NRM vo tekot na 1949/50 godina [Report on the work and
problems of the pre-school and out-of-school institutions at the Ministry of Edu-
cation of the People’s Republic of Macedonia during 1949/50], 1950. Fund 170/11,
Unit 39/223-228.
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school for deaf children was opened near the home. Considering the
poor spatial and hygienic working conditions and difficult communica-
tion with the city, in 1950 the home was moved to Skopje, where it was
integrated with the Home for Blind Children and Youth, thus forming
the so called Institute for Defective Children. This Institut would later
grow into an important specialized institution for care, education and
initial rehabilitation of children with various developmental disabili-
ties and mark the institutional and conceptual foundation of the spe-
cial education in Macedonia (Ajdinski, 1986, pp. 62—67). The legal acts
regulating special education will be enacted more than a decade later.

Children’s Homes and Student Housing
From the very beginning, the Yugoslav Federation and Macedonian
Republic invested great endeavors and funds in the protection and
education of the children who lost their parents in the war, had poor
socio-economic background, and attended schools outside their place
of residence. Already during the National Liberation War, in conditions
of constant movement and danger of military actions, protection of
children without parental care was organized in the liberated territor-
iesin a large number of children’s homes, as well as in several dormito-
ries attached to partisan gymnasia. Only after a few years, in addition
to foster care and adoption, a wide network of children’s homes and
boarding schools was developed as social institutions in which children
and young people in need received free accommodation, food, clothing,
health protection and everything else they needed for normal living.
Considering the fact that during the war many boarding schools
were damaged or destroyed, in the first post-war years army barracks,
buildings of former schools and private apartments were also used as
children’s homes. As permanent or auxiliary institutions, dormitories
were opened at almost every gymnasium, primary school and voca-
tional school. According to the available statistical data, the number
of children’s and youth homes and their residents, in 1946 grew by five
times compared to the pre-war situation: from 116 institutions with
10,066 residents in 1939, to 582 institutions (175 children’s homes and
407 youth homes) with 52 417 residents (Statisticki godisnjak FNR],



66 Historia scholastica 2/2024 10 Suzana Miovska-Spaseva

1954, p. 355). In the following years, the number of children’s homes
and boarding schools and the number of the children and young people
who were accommodated constantly increased, both at the federal and
the republic level.

In Macedonia, which, compared to other republics, started with the
smallest number of social institutions and their residents, there was
a dynamic and almost constant expansion of the network of institu-
tions and increase in the number of residents. This trend of rapid devel-
opment in the period from 1947 to 1951 is shown in table 2.

Table 2. Children’s homes and boarding schools by type (1947—1951)13

Year Chjldren‘s homgs Boarding schools Boarc{ig schools ) Boarc!ing schopls Total

primary education Gymnasia vocational education practical training

homes residents | homes | residents | homes | residents homes | residents | homes | residents
1947 8 630 2 na 4 790 3 110 17 1644
1948 5 472 2 13 66 5137 7 412 80 6134
1949 9 546 / / 22 6681 12 738 43 7965
1950 12 838 63 3776 23 4573 12 125 10 10312
1951 76 4080 19 1841 42 6696 2 153 139 12770

During this period, there were 4 types of institutions for children and
youth in Macedonia:

—Homes for primary school children (ages 7-14) opened to a large num-
ber of children whose parents died in the war and whose education was
interrupted because of the war. These homes were the most numerous
in the first post-war years, and played a significant role in the care and
education of primarily village children. The statistics show that their
number in 1948 declined, and in 1951 increased sharply.

— Dormitories that housed students from gymnasia and other sec-
ondary schools. They also included students attending teacher schools
and courses that prepared them to become teachers in a short period

13 The table was created by the author based on the statistical data on the situation
in children’s homes and boarding schools in Macedonia in the period 1947-1951,
which are presented in the Collection of materials from the conference on chil-
dren’s homes held in May 1960 (Juhas& Mihajlo [ed.], 1961, pp. 20-25).
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of time. Unlike other Yugoslav republics in which the number of these
institutions was significantly higher in the first post-war years (Juhas,
1961, p. 22), in Macedonia there were only 2 boarding schools, which
were abolished in 1949. Their number significantly increased in 1950,
and since 1951 it has been decreasing both in Macedonia and in other
republics (ibid.).

— Dormitories at secondary vocational schools for young people who
mostly came from the villages to acquire professional knowledge. Since
there was a lack of professional staff who was considered to be of great
importance for the industrial development of the country, the number
of these boarding schools grew rapidly until 1951 in all the Yugoslav
republics, except in Macedonia where the peak was reached in 1948.

— Dormitories at industrial schools and other schools with practical
training, attended by the children of farmers and workers as a result
of the large influx of unskilled people from agriculture and their mass
employmentin non-agricultural areas. In 1951, there was a sharp drop
in the number of this type of dormitories, which is primarily the result
of the transition to a new way of financing boarding schools.

The number of employees in children’s and youth homes was rel-
atively small. In addition to a manager and sometimes an educator,
the home usually employed a housekeeper, cooks and support staff.
As the health, cultural and educational needs of children grew, so did
the number of educational, medical and administrative staff. Life in
the dormitories was organized as a combination of family life and
school life. Considering that the family was dominantly patriarchal in
that period, and the school had the characteristics of the so-called old
school, the attitude of educators towards children largely reflected the
military system of work and life: strict discipline, constant supervision
and obedience: “we commanded, and the students carried out those
commands, they worked, and we sovereignly assessed, punished etc.”
(ibid, p. 77). The arrangement of the homes was done according to the
school’s pattern, and following the organization of the school activi-
ties, the children from the homes were led to cultural events in groups.
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The intensive development of the children’s homes and students’
housing until 1951 was closely related to the budgetary financing regard-
ing their construction, equipment and maintenance. They were tuition-
free institutions, in which a large part of the students received state
scholarships. However, with the Decision on the financing of student
dormitories and other social institutions (Resenje o finansiranju djac-
kih domova..., 1951) they were declared to be institutions with indepen-
dent financing, thus the main part of the costs for their maintenance
were covered by the school fees of the students. The local or republican
authorities (people’s boards) continued to cover the expenses for the
orphans, victims of fascism and children from socially disadvantaged
families. Nevertheless, in the following period the number of children
and accommodation facilities decreased significantly.

Protection of Child Refugees

Only three years after the end of the World War 11, the Macedonian and

Yugoslav leadership played a key role in the internationally organized

program for the evacuation and protection of children from the civil war
in Greece (1946-1949). Namely, in 1948 and 1949 Macedonia became

the largest shelter and transit center of 25,000 to 28,000 refugee chil-
dren™ (90% were Macedonians, and the rest Greeks), aged from three

to fourteen, who were evacuated from northern Greek villages by com-
munist activists and sent in the “brotherly” socialist countries in the

Balkans and Eastern Europe where they would have peaceful life, care,
food and education, until the end of the war conflict.

Regardless of the reasons for the evacuation of the children, which
undoubtedly had a humanitarian, political and ethnical dimension
(Sarova Mircevska, 2012, pp. 27-35; Hadjievska, 2021, pp. 372-373),
and of the different interpretations and naming of these historical
events in different national contexts and by different authors (Ristovic,
2000; Sjoberg, 2011, Danforth and Van Boeschoten, 2012; Kitanoski &

14 The number of evacuated children is different in different sources. See more in:
Sarova Mircevska, 2012, p. 23; Kirjazovski, 1989, p. 37.
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Donevski, 2016), the fact is indisputable that thousands of children
left their homes and were separated from their families, thus exposed
to traumatic experiences that will leave a lasting mark on their lives.
Accompanied by pre-recruited and trained girls and young women, and
guarded by the soldiers of the Democratic Army of Greece, the columns
of children secretly crossed the border points with Yugoslavia, and in
smaller numbers with Albania and Bulgaria. The Yugoslav Red Cross
together with The Committee for Social Care under the government
of FNRY in collaboration with the Macedonian government played
amajor role in organizing the evacuation, transferring the children
to other countries, as well as accepting the largest number of refugee
children in its territory. In those poor times, it was a difficult and com-
plex task to provide thousands of children with shelter, food, clothing,
medical care and education. According to the incomplete data from
March 30, 1948 to September 1949, 14,028 children were transported
from Greece to the lands of the so-called democratic countries, and
more than 11.000 children were accepted in Yugoslavia and accom-
modated in children’s homes in Serbia, Croatia, Slovenia and Macedo-
nia (Buckova Martinova, 1998, p. 33; Kirjazovski, 1989, p.37).

As soon as the evacuated children crossed Greek-Yugoslav border,
medical teams were sent to examine them, after which they were trans-
ferred and temporarily accommodated to already prepared shelters/
reception points in Macedonia (Resen and Bitola). They stayed there
until their organized placementin children’s homes, thatis, until their
departure to other Yugoslav republics or to one of the Eastern European
countries (Hungary, Romania, Czechoslovakia, Poland, and as the num-
ber of refugees increased, to East Germany and the USSR). Consider-
ing the constant influx of new groups of refugees, adults and children,
and the great poverty in Macedonia at that time, the living conditions
in the shelters were unsatisfactory. One of the witnesses remembered
the Brailovo shelter as “a small place, with walled shacks”, where the
life conditions were harsh: “It was difficult, especially with food. At that
time there was poverty, there was no food, especially for us children.
You could have a piece of bread for the whole day” (Sarova Mircevska,
2012, p. 91). Another testimony confirms the situation: “[...] They gave
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us bread, they gave us food, butit was not enough. They gave one loaf of
bread each, but that was for three days. We, being hungry, would have
eaten the first day and we were hungry for two days” (ibid., pp. 91-92).

Simultaneously with the shelters, children’s homes for the young-
estrefugees were opened in Macedonia. Out of 41 children’s homes in
Yugoslavia, 12 were located in Macedonia. In May 1948, the Macedonian
Red Cross, in cooperation with the Ministry of Social Affairs, opened
the first two homes for these children: one located in Matka near Skopje,
which initially accommodated 332 children of preschool and school age,
together with 10 women accompanying them from their native villages,
and the other in the Skopje village of Petrovec, where 208 school-age
children were accommodated (Kitanoski & Donevski, 2016). Starting
from 1949, in the next few years, many children’s homes were opened,
especially for refugee children. They accommodated younger children
without parents, children whose parents were in Eastern European
countries, but also children of parents located in Macedonia, who did
not have the conditions to take care of them. All children attended com-
pulsory primary education. The older ones, who had a desire for fur-
ther education and professional development, were included in sec-
ondary education institutions and were accommodated in student
dormitories that existed in the larger towns of Macedonia. In the fol-
lowing years, their numbers increased steadily as a result of the con-
tinuous influx of young people from the Yugoslav Red Cross homes in
Serbia, Croatia and Slovenia.

Life in children’s homes was organized according to prescribed
norms regarding accommodation, hygiene, health care, nutrition
and clothing, educational and cultural work with children, financing
and material costs. Those standards were prepared by the Ministry of
Education of Macedonia, on the base of the federal guidelines for all
social institutions of this type throughout the territory of Yugoslavia.
All the norms and rules aimed to provide the children with proper
physical development, conditions for schooling and their formation
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into cultured, disciplined, determined and honest people, completely
loyal to the homeland."™

However, the stipulated standards were hardly implemented in
practice, because of the numerous difficulties the children’s homes
faced: they worked in already existing facilities that were often hastily
and incompletely adapted, had no built-in sanitary units and water
supply network, were equipped with old and insufficient furniture,
had constant lack of bedding, kitchen utensils and hygiene products
(Sarova Mircevska, 2012, p. 99). Although the health service was regu-
lated by guidelines,"® in the majority of children’s homes, there was no
health service. Part-time doctors and nurses performed only a health
examination of the children upon their admission to the institution,
as well as systematic examinations twice a year.

In children’s homes, special attention was paid to including chil-
dren in schools according to their age, and to monitoring their school
achievements and behavior. Education in the various types of second-
ary schools was supported by numerous scholarships awarded by the
respective state institutions. A significant component of the children’s
lives in the homes were also extracurricular and leisure activities, which
were supposed to foster community spirit, friendship and coopera-
tion between them: pioneer and youth organizations for school-age
children; children’s occupations (evenings of children’s works, indoor
games, thematic contests, making wall newspapers), recreational activ-
ities (excursions in Macedonia and other parts of Yugoslavia, vaca-
tions in children’s resorts, pioneer camping (Sarova Mircevska, 2012,
pp. 101-103).

15  Napatstvija za organiziranje na nastavno-vospitnata i opsto-prosvetnata rabota
vo detskite domovi za deca od ucilisna vozrast [Guidelines for organizing teach-
ing and general educational work in children’s homes for children of school age],
1948. Fund Ministerstvo za prosveta na NRM (1945-1951) 170/4, Unit 33. Drzaven
arhiv na Makedonija, Skopje.

16 Napatstvija za zdravstvenata sluzba vo detskite domovi,gradinki i internati
[Guidelines for the health service in children‘s homes, kindergartens and board-
ing schools],1949. Fund Ministerstvo za prosveta na NRM (1945-1951) 170/4, Unit
51. Drzaven arhiv na Makedonija, Skopje.
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Theissue of child refugees in Macedonia was treated by the Macedo-
nian government within the general issue of refugees from the Aegean
part of Macedonia, who were mostly Macedonians and therefore were
housed in Macedonia as a “mother” country. According to statistics,
in the period 1945-1950, 16,06 8 refugee families with 71,591 members
passed through Macedonia."” Their protection, which requested large
material costs and numerous organizational and personnel issues in
a period of a decade, represented a great burden for the fragile post-
war Yugoslav and, especially, Macedonian economy. The situation will
be further aggravated in the coming period with the repatriation of
refugees settled in Eastern European countries, for which Macedonia
was the preferred destination. As the repatriation process will intensify
in the mid-1950s, the number of child and adult refugees in Macedo-
nia will continue to increase, and thus the state will continue to bear
the responsibility for their integration into the life of the community.

Conclusion

The earliest post-war stage of the development of the Yugoslav Fed-
eration, and the People’s Republic of Macedonia as its integral part, is

an extremely challenging and turbulent period of state building. On

the political level, the foundations of the new social order were laid in

which the state responsibilities in all areas of human life were strongly
expressed. The primary task of the federal and republic policy makers

was to overcome and compensate the damages of the war and to get

the country out of the inherited economic and cultural backwardness. It

was a complex and ambitious task for the fragile Macedonian economy
burdened with poverty, undeveloped industry and destroyed infra-
structure. Therefore, urgent measures for reconstruction and develop-
ment were required and projected in the so-called five-year plans as the

main tools of the centralized economy (Veljanovski, 2002, pp. 50-51).

17  Godisen izvestaj od rabotata na Ministerstvo za socijalni grizi za 1950 godina
[Annual report of the work of the Ministry of Social Care for 1950], 1950. Fund
171/3, Unit 29. Drzaven arhiv na Makedonija, Skopje.
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The educational and social tasks were particularly numerous and
difficult to implement. The number of illiterate population, broken fam-
ilies and socially endangered children was huge. Preschool and special
education almost did not exist, school buildings were destroyed, there
were no textbooks, there was a lack of teaching staff and other person-
nel. Starting practically from scratch, the state during this period laid
the foundations of the systems of education and social protection of
children and youth, which will define the direction of development in
these areas in the coming period.

On the educational level, significant progress was being made
compared to the pre-war situation, considering that education and
schooling for the first time were based on democratic principles that
will be incorporated into the modern Macedonian educational system:
the right to education for all children without any discrimination, free
and compulsory primary education, education in mother tongue for
Macedonians and for the minorities living in Macedonia. Impressive
results were achieved in terms of increasing the cultural and educa-
tional level of children and youth, in the expansion of the network of
educational institutions, especially at the primary level, and in their
structural, programmatic and organizational setting. In general, no
other social activity in the country at that time had such speedy and
dynamic development as education had (Kamberski, 1994, p. 6), for it
was the principal factor in the social, economic, cultural and scientific
development of Macedonia.

On the other hand, large investments were also made in the area of
child protection. In the first post-war years, there was a strong need in
Macedonian society to heal the children’s wounds made by two wars:
one at home that had just ended leaving huge numbers of orphaned,
poor, hungry and illiterate children, and the second war that took place
in a neighboring country, in which 28,000 refugee children were vic-
tims of the post-war complex constellation of national and interna-
tional political relations and interests. The refugee children who tran-
sited or stayed in Macedonia also experienced the consequences of the
post-war ideological conflict between Yugoslavia and the USSR in 1948,
which would later affect the process of repatriation of children from
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Eastern European countries (Sarova Mircevska, 2012, pp. 119-126). The
Macedonian state allocated huge material resources and human poten-
tial to accommodate all children in orphanages and boarding schools,
toinclude them in educational institutions, provide them with health
care and scholarships, and organize cultural and recreational activit-
ies. Very often, children from Macedonia and refugee children lived
together in children’s homes and student dormitories, and some of the
homes that were specially built for the refugee children will continue
to be used as homes for orphaned children from Macedonia.

However, when evaluating the achievements in this earliest stage
of the socialist development in Macedonia, it should be taken into
account that the educational work with children and young people in
children’s homes, schools and student dormitories was strictly central-
ized and reflected the ideological domination and control of the Com-
munist party. The educational goals and programs were rooted in the
theory of socialist education that was politically conditioned and ideo-
logically defined as a “class liberation and revolutionary practice of the
working class”, and aimed at liberating the educational theory and prac-
tice from the recidivism of the “bourgeois school and ideology” (Dam-
janovski, 1985, pp. 23—43). Therefore, the upbringing and education
in post-war Macedonia carried a burden of the party control, ideology
of monism, apologetics and absence of critical approaches.
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secting and mutually reinforcing discourses

DOI 1015240/tul/006/2024-2-004 whose origins go back further. These are re-
constructed in this article under keywords

such as urbanisation, hygiene and community
education. While the hygienic objectives (health, nutrition, architecture, etc.) followed

a logic of objectification and standardisation, the ideal of a personalised close rela-
tionship between teacher and pupils was guided by modes of subjectivity and indi-
vidualisation. The combination of these two tendencies merged sometimes into ideas

of pedagogical omnipotence. Moreover, the focus on the individual child was always

framed by an overarching collectivising idea of community, which was to take on in-
creasingly totalitarian traits at the transition to and during National Socialism.

Keywords  Rural school hostel, hygiene, community education, progressive educa-
tion, urbanisation

1 MUCHOW, Hans, 1928. Schullandheim und Grofistadt-Jugend. Pddagogisches Zen-
tralblatt. Langensalza: Beltz. Vol. 8, pp. 773775, here p. 773.
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1Introduction

In contrast to the rural boarding school (Landerziehungsheim), the rural
school hostel (Schullandheim)®has so far been of secondary interest in
educational history.’ This is despite the fact that after the First World
War an actual rural school hostel movement was formed, which was
clearly reflected in contemporary educational discourse. Above all,
however, the widespread impact of these institutions, which still exist
today, was and is clearly greater than is the case with rural boarding
schools. Their neglect has to do with the fact that they were a “bot-
tom-up” movement. Thereby and in contrast to the rural boarding
schools, the school hostel movement also lacks charismatic founding
figures (cf. Oelkers, 2013).

The following analysis deals with the question of why the rural
school hostel movement was so successful. The thesisis thatlarge num-
bers were founded because this institution offered answers or solutions
to various crisis perceptions that emerged after the turn of the cen-
tury and became increasingly virulent after the war (cf. Berner, 2024,
in print). These included, in particular, a general critique of moder-
nization and civilisation, which was also articulated primarily as a cri-
tique of urbanisation, and, in relation to the institution of school, the
discourse on school hygiene and overburdening. These perceptions
of problems were expressed in criticism of the methods and content
of schools with a one-sided focus on the intellect, which was also linked
to concerns about health consequences. Many educators and (school)
doctors considered the school and living conditions in the (big) cities

2 As Mayer (2020) states, there is no evidence for comparable educational institu-
tions outside of Germany, even if related pedagogical activities developed at that
time in other countries, too.

3 For along time, the authors of historical articles were almost exclusively people
who were themselves closely involved with the rural school hostel idea, for which
thejournal of the Verband Deutscher Schullandheime, “Das Schullandheim”, still
provides a publication platform today (e.g. Kruse, 2002; Kruse & Mittag, 2000;
Kruse, 1993). Pehnke (1990) provides an overview of the rural school hostel move-
ment. For the rural school hostel movement in Bavaria cf. Petek, 1997; for Ham-
burg cf. Mayer, 2020; for developments in the Nazi era cf. Kénig, 2002.
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to be particularly harmful, with additional fears of moral and ethical
dangers. Finally, the counter-programme to the “dirt” and temptations
of the big cities, specifically a pedagogically guided form of communal
living together in the countryside, was supported by the romanti-
cising communal utopias of a philosophical and sometimes national-
istic cultural critique.

The focus of the following exposition is on the plausibility of the
above-mentioned thesis and thus the elaboration of the most impor-
tant discourses, from which the rural school hostel phenomenon can
be regarded as emerging. These discourses are bundled under the
keywords urbanisation critique, community discourse and educa-
tional progressivism. First, however, the origins and developments
of the institution of the rural school hostel will be briefly presented.

2 The Rural School Hostel: One Institution — Three Goals

In 1930, the “Lexikon der Pddagogik der Gegenwart” defined the rural

school hostel under the corresponding lemma as the “home of a school

in the country. School, country and home combine in the [rural school

hostel] to form a higher unity. The name clearly expresses the threefold

task of the [rural school hostel] idea: teaching, physical training, edu-
cation” (Lohmiiller, 1930, col. 857). This threefold purpose was estab-
lished soon after the first institutions were founded in 1919, although

there were certain shifts in emphasis over time. In contrast to the rural

boarding schools, which certainly set an example, these were basically
institutions belonging to individual schools, which were founded on

the private initiative of teachers, parents or citizens. Located in a rural

setting, they were intended to enable pupils and teachers to escape the

harmful influences of city life and mass schooling for a while. Usually,
the stays were organised by class and lasted several weeks. Accom-
modation was provided in farmhouses, former inns, boarding houses

or properties formerly used by the military, which were often conver-
ted, renovated and maintained with the voluntary help of teachers

and parents. Paid staff were also brought in, for example for catering.
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The first school hostels were clearly linked to the difficult living
and subsistence conditions after the First World War (cf. e.g. Sahrhage,
1925/1993; Homfeldt, 1990).” In the cities in particular, the food situ-
ation was precarious, partly as a result of the naval blockade of Ger-
many (1914-1919); in addition to hunger, there were also illnesses and
symptoms of deprivation. At the beginning of the 1920s, there was
a strong increase in the number of such hostels, initiated particularly
by schools in large cities such as Hamburg, Frankfurt and Berlin. The
focus was on physical exercise, recreation and healthcare for children
and young people. Nevertheless, it would be difficult to explain the
idea of meeting this need by establishing hostels in the countryside
where schoolchildren were accommodated for weeks without the recep-
tiveness to the contemporary discourse that was critical of civilisation
and modernisation, in addition to a widespread problematisation of
an (intellectual) overload of pupils by teaching (methods) in schools.’
The basis was the assumption of a direct causal relationship between
nature and health or the city and illness. This idea was supported by
countless contributions from doctors and physiologists, including
some empirical evidence, but also from philosophers and sociologists
who were critical of culture, all of which lent it particular credibility.

By the mid-1920s, when an actual rural school hostel movement
formed, the above-mentioned triad of purposes had become firmly
established. However, the protagonists were already noticing a shift

4 Earlier foundations mentioned in the literature are more likely to be holiday camps
that were only later used as rural school hostels (cf. Hilker, 1925). The first rural
school hostel was that of the Vittoria School (lyceum with women’s school) in
Frankfurta. M., initiated in 1918 and builtin 1920 in Eppstein (Taunus) (cf. Vorbein,
1926).

5  Asearlyas192], the hygienist and medical councillor Wilhelm von Drigalski pointed
out thatin the Weimar Republic there were various effective and less costly ways
of providing prophylactic or curative support to children and families affected or
threatened by poverty and illness (e.g. Drigalski, 1921/2014). The financing of the
stays, especially with regard to pupils from poorer families, was a constant issue.
In addition, the organization and realization of school hostel stays lasting several
weeks required considerable commitment on the part of the teachers.
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within this triad. As the worst post-war hardships were overcome, the
health aspect receded somewhatinto the background in favour of edu-
cation, primarily understood as community education. The teaching
purpose was also discussed more strongly, i.e. to what extent and in
what form lessons should take place during a stay at a school hostel.
This was also a reaction to the fact that critics of rural school hostels
primarily cited learning deficits (cf. Schmidt, 1925; Erichsen, 1929).
The rural school hostel movement was given a boost by the support
it received from the Berlin Zentralinstitut fir Bildung und Erziehung.
Founded in 1915, the institute headed by Ludwig Pallat developed into
the central pedagogical information and work centre in Germany dur-
ing the Weimar Republic (cf. Tenorth, 1996). Franz Hilker’s “Uber-
sicht iber den gegenwirtigen Stand der Schullandheimbewegung”
lists 120 rural school hostels for the year 1926, with secondary schools
being particularly active in founding them. Up to 1933 (250 rural school
hostels) and thereafter, a steady increase is recorded (1942: 435 rural
school hostels), which only stopped when the buildings were repur-
posed due to the war (cf. Kénig, 2002). The publication organ of the
Zentralinstitut, the “Pddagogisches Zentralblatt”, regularly reported
on developments in the school hostel sector, provided information on
new establishments and advertised properties that were suitable for
the establishment of school hostels. In 1925, the Zentralinstitut also
initiated the first conference in Berlin dedicated entirely to the idea of
rural school hostels (cf. Zentralinstitut fiir Erziehung und Unterricht,
1926).° On this occasion, the Reichsbund deutscher Schullandheime
was founded; its six-member board included the leading represen-
tatives of the movement Heinrich Sahrhage (1892-1962)" and Rudolf

6  Further national conferences were held in Diisseldorfin 1926 as part of the exhibi-
tion for “Gesundheitspflege, soziale Fiirsorge und Leibesiibungen”, in Hamburg in
1928 and in Dresden in 1930 in connection with the “Internationale Hygieneaus-
stellung”.

7  Heinrich Sahrhage (Dr.), aleading representative of the rural school hostel move-
ment alongside Nicolai, was a teacher from 1916, later becoming a senior teacher
and head teacher at the Thaer-Oberrealschule Holstentor in Hamburg. On his ini-
tiative, the association Schulheim Oberrealschule Holstentor was founded in 1921,
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Nicolai (1885-1970)° as well as Carl Matzdorff (1859-1938)°. In 1929,
the Reichsbund launched its own magazine, “Das Schullandheim”.

3 The Rural School Hostel in the Context of Crisis and Reform

3.1 The Topos of the Disease-causing City

Accelerated modernisation, and the criticism of civilisation and culture
that arose in response to this, manifested itself around and after 1900
in alonging for nature and a romanticised image of rural life. The war,
whose destructive effects hit the cities particularly hard, reinforced this
perception. The urban population suffered particularly from the sub-
sistence crisis, and children and young people were especially affected
by malnutrition and its health consequences. Although population fig-
ures stagnated around the First World War, the decades around the
turn of the century saw considerable growth — which, together with

followed by a school hostel in Hoisdorf (Schleswig-Holstein). In 1933 he joined the

National Socialist Teachers’ League (Nationalsozialistischer Lehrerbund, NSLB)

and on 1 May 1937 the NSDAP. In 1943 he was appointed state school commissioner
for the Kinderlandverschickung — the evacuation of children to the countryside un-
der the pretext of healthcare and recovery from 1940 — for the Gau Hamburg. As

part of the denazification process, he was demoted to the position of teacher in

1947 — albeit only temporarily. Sahrhage remained at his previous school in the

Hamburg civil service until his retirement in 1957 (cf. Groschek, 2001). On the or-
ganizational, ideological and conceptual developments and the role of the Reichs-
bund deutscher Schullandheime and its representatives in Nazi Germany cf. K6nig,
2002.

8  Rudolf Nicolai (Dr.) was a teacher at the Realgymnasium Annaberg from 1911, and
was active in the Wandervogel movement. He founded the rural school hostel in
Johstadt (Erzgebirge) and became the East German spokesman for the rural school
hostel movement. Joined the NSDAP in 1933; dismissed from the teaching profes-
sion in the course of the denazification process in the Soviet Occupation Zone. To-
gether with Sahrhage and others, he campaigned for the revival of school hostel
work after the war (cf. Pehnke, 2017).

9  Carl Matzdorff (Professor) was the editor of the “Schullandheime” section of the

“Padagogisches Zentralblatt”. He was a teacher and head teacher in Berlin and was
the author of various textbooks for teaching biology at secondary schools. In con-
trast to Sahrhage and Nicolai, he distanced himself from the “ideological self-align-
ment” within the Reichsbund deutscher Schullandheime (Kénig, 2002, p. 65).
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industrialisation, was a central point of reference for critics of urban-
isation: from 1871 to 1910, the total population increased by over 50%
from 41,000.000 to 65,000.000; from 1910 to 1925, there was stag-
nation as a result of the war. In 1871 every twentieth German lived
in a large city (over 100,000 inhabitants), in 1910 every fifth German.
Between 1890 and 1910, Hamburg and Frankfurt experienced a partic-
ularly large growth spurt of 187% and 130% respectively, primarily due
to immigration (cf. Nipperdey, 1990); in Berlin, where school hostels
also gained an early foothold, the population grew from 613,000 to
4 million between 1861 and 1913 (cf. Statista, 2024). Urban living and
working conditions were increasingly characterised by cramped liv-
ing conditions, air pollution, monotony and hectic pace; in addition,
political contrasts and social tensions became particularly noticeable
in the metropolises. As a result, hygiene became an important field of
state policy and scientific research, whether as occupational, social or
indeed school hygiene (cf. Berner & Lauff, 2021; Umehara, 2013; Ben-
nack, 1990).

The physiologist William Preyer had already asserted in 1887, using
data from recruitment surveys, that graduates of urban secondary
schools in particular suffered from a variety of physical ailments such
as short-sightedness, scoliosis and general weakness. In addition to the
content and methods of grammar schools, he blamed this on a lack of
exercise and poor air quality. The frequent occurrence of anaemia and
diseases such as tuberculosis, scrofula and rickets were also linked to
the problem of overburdening. Friedrich Schede (1933/2014) was cer-
tain that schools, i.e. “sitting for many hours in overcrowded, poorly
ventilated rooms”, had a negative impact on pupils’ health (p. 161).
He identified a whole “complex” of sitting-related problems. These
included inferiority of the musculature, respiration and ligament appar-
atus, “obvious impairment of the metabolism, energy production and
natural defences” (ibid.). He also saw the higher, i.e. urban, schools
as a particularly unfavourable environment for the healthy develop-
ment of children and young people. In addition to the damage caused
by sitting, there was also “the increasing pollution of the air inside
the big cities, due to the attenuation of sunlight, which is robbed of all
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biological values by the haze of the city” (ibid.). Not only physical, but
also psychological damage, namely illnesses such as neurasthenia, hys-
teria and general fatigue (cf. Cowan, 2008; Radkau, 2000) and moral
degeneration were described as consequences of urban living, work-
ing and school conditions. Schede (1933/2014) spoke of a “character-
istic psychological state”, which he described as a “deterioration of the
mental attitude”, caused “by the noise, the nervous haste that makes
metropolitan life increasingly unbearable” (p. 161).

Against the backdrop of the perceptions of crisis described above,
which were exacerbated by the war and its aftermath, the establish-
ment of hostels that offered urban schoolchildren recreation seemed an
effective and attractive measure. Here, pupils were able to enjoy fresh
air, sunlight, sufficient exercise and adequate food. Supported by the
popular Lebensreform movement, the fact that these were health-pro-
moting factors was generally accepted (cf. Skiera, 2006; Wedemey-
er-Kolwe, 2004; Buchholz, Latocha, Peckmann & Wolbert, 2001). It
was generally accepted that the “constant time spent outdoors, in the
fresh air and [...] the extensive physical activity” during a stay at a school
hostel stimulated the “metabolism powerfully” (Koster, 1929, p. 378).
The beneficial effects included “strong weight gain, an increase in red
blood cells, a lasting increase in sleep and appetite, strengthening of
the nerves, refreshment of the mind and exhilaration of the emotional
life” (Schmidt, 1925, p. 711). Some physicians saw the greatest effectin
the “stimulus change”, i.e. a “stimulation therapy” (Schlesinger, 19264,
p. 92). The decisive factor here was the sum of the stimulus factors and
stimulus change factors, which resulted from changes in living and cli-
mate, sporting activity, scheduled air bathing and sunbathing; in short
‘the change in the whole way of life and lifestyle” (ibid.). Dr. Oschmann
from Erfurt made a distinction between the “healthy stimuli” of the
rural environment of a well-run school hostel and the “unhealthy ideas
generated by the city environment” (1926, p. 124). In the city, the child
receives a vast number of impressions outside of school, “which must
have a confusing effect because the child is left to its own devices in
processing these impressions, [while] the clarifying and organising
influence of the educator is missing” (ibid., p. 123). In addition, in this
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pedagogically controlled environment, “the influences of closer and
wider family life, which unfortunately can sometimes be said to be
almost more of a hindrance than a help, [are] removed” (ibid., p. 124).

The contrast between disease-causing city life and healthy country
life was underpinned by considerable data and solidified into a topos
that was rarely questioned. A rare exception was the school doctor and
medical officer Dr. G. Poelchau from Berlin-Charlottenburg, who did
not attribute the health condition of schoolchildren to the urban-rural
contrast, but simply to the economic status of the parents, i.e. to the
difference between wealth and poverty (cf. Poelchau, 1927/2014). The
subject of his 1927 study was the height, weight and state of health
of 13 to 14-year-old boys and girls from the affluent district of Char-
lottenburg on the one hand and a small village near Liegnitz (Lower
Silesia, Poland after the Second World War) on the other, with the
former performing significantly better. In view of the cramped and
unhygienic living conditions in the countryside, Poelchau concluded
that children before the war “were perhaps better housed in the mod-
ern tenements than in the poorly ventilated dormitories in the coun-
tryside” (ibid., p. 55). As far as the accommodation of city children in
the countryside was concerned, he therefore saw no recreational value.
Even if this was directed more against the “Verschickung”" of children
than against rural school hostels, the findings nevertheless scratched
at the romantic myth of healthy country life or at the assertion thatin
the city all schoolchildren simply suffered from exhaustion and fatigue
(cf. Erichsen, 1929)."

Apart from such isolated opinions, the beneficial effects of a stay at
arural school hostel were considered proven by reformists of any stripe.
Initial and final examinations as well as health monitoring by a doc-
tor were recommended (cf. Bacher, 1928). Children had to be free of

10  Such placements of city children in rural households took place during the food
crisis caused by the war. Positive effects that were derived from this were then re-
peatedly put forward in favour of the rural school hostel idea.

11 For further critical voices against the pedagogical devaluation of city life, cf. Mayer,
2020; Hopfner, 2006.
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“vermin and infectious diseases” when entering the hostel; those from
families with infectious diseases and “bedwetters” were not admitted.
“Determination of height, weight and chest size before the start of the
stay” was desirable (Schirrmann, 1926, p. 45). Professor Eugen Schle-
singer, a paediatrician from Frankfurt, who came to prominence in
1926 with his study “Das Wachstum des Kindes”, spoke out in favour
of “objective and numerical, precise recording methods” (1926b, p. 91).
In addition to “measuring and weighing” (ibid.) and likewise accord-
ing to the before-and-after principle, he proposed “dynamometric
measurements” of the compressive force of the hands (ibid., p. 92)."
The diet was planned, with a focus on simplicity and nutritional
value of the food (cf. Salffner, 1934). In addition to the dietary aspect,
this was also associated with an educational intention, as the “com-
monality of modest meals and a strictly organised daily schedule” was
expected to have an “educational effect in the best sense” (Matzdorff,
19264, p. 87). The ideal architectural design of the rural school hostel
was also discussed from a hygienic and educational point of view.
The equipment and furnishings of the hostels were increasingly
based on objective criteria; with regard to guidelines, reference was
repeatedly made to the regulations issued jointly by the Hamburg
Health Department, the High School Authority and the Working Group
of Hamburg School Hostels (cf. Clemenz, 1930/2014).

3.2 The Rural School Hostel as an (Educational) Community

If one looks at the rural school hostel literature of the Weimar Repub-
lic,itis noticeable that the educational idea of community increasingly
came to the fore. And it was this aspect that continued to make the
institution particularly attractive within the National Socialist educa-
tional programme after 1933 (cf. Kénig, 2002). The health and hygiene
discourse and the community discourse shared a rejection of the city.
In the course of an increasing popularisation of cultural criticism, the

12 On Schlesinger’s tabular measurement method cf. Schlesinger, 1933; on Schle-
singer’s contribution to “constitution research” cf. Schlesinger, 1930.
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city became a symbol of alienation, uprootedness and hostility to life,
whereby the hectic pace, anonymity and superficiality of city life lent
its inhabitants a special character. In his essay “Die Grofdstiddte und
das Geistesleben” (1903), the cultural philosopher Georg Simmel noted
an increasing “heightening of the nervouslife” (p. 188) in the metropo-
lises, caused by the diversity of constantly changing sensory impres-
sions. This leads — as a protective reaction — to a specific mental char-
acter of the city dweller, which manifests itself in a tendency towards

intellectualism, objectivity and egoism. Simmel contrasts the hectic

hustle and bustle of the anonymous big city with rural or small-town

life, which flows along at a slow rhythm and was characterised by

closeness and familiarity.
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The discourse was strongly dualistic, with Ferdinand Ténnies’
(1887) influential juxtaposition of community and society provid-
ing an important reference (cf. Steinhaus, 1998). This pair of oppo-
sites was joined by others, such as culture/civilisation, soul/spirit or
nature/technology. Thus, for M. Horn in his article “Die Bedeutung
des Schullandheims fiir die grof3stiadtische Jugend” (1930), technology
and civilisation, the increasing needs of consumption and mobility, as
they characterise the “metropolitan man”, are not only to blame for
the physical inhibition and atrophy, “but above all also for the inner,
purely human concerns of the metropolitan youth” (p. 528). Hein-
rich Sahrhage, the leading Hamburg school hostel pedagogue, made
a similar assessment: “[Tlhe much-vaunted advances in technology
and the economy [inhibit and destroy] the human-forming forces of
life. [...] The rural school hostel leads back from metropolitan civilisa-
tion to homeland-conscious culture, from book knowledge to direct
contact with the things and events of nature, from school to real life”
(1931, p. 212). All in all, the rural school hostel provided a “completely
youthful community” (ibid.). This experience was particularly import-
ant for city children, as city dwellers generally lacked a sense of com-
munity and responsibility, which in turn manifested itself “as a defi-
ciency in the civic sense” (ibid., p. 211).

In addition to the subordination of egoistic self-interests through
the integration into the communal order of purpose and values, two
positive consequences were associated with a stay at a rural school
hostel. Firstly, it was hoped that living together in equal, simple condi-
tions adapted to rural life for all pupils would have an equalising effect,
levelling out different social classes and promoting understanding
among the children. Above all, however, the aim was for the relation-
ship between teacher and pupils to benefitin the sense of pedagogical
relationship (cf. Nicolai, 1926). In order to emphasise the experiences
and impressions gained together, the pupils were encouraged to keep
a diary of their stay or to write reports (cf. Reinhold, 1926). Memory
books and albums for the teachers have also been handed down, some
of which may have been created spontaneously as a kind of expression
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of gratitude and affection. The new medium of photography was used
extensively, especially to record joint activities.
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Fig. 2. Album of class DIlIIa of the Elise-Averdieck-Gymnasium Hamburg:
Stay at the rural school hostel in Jeggen, autumn 1931 (Elise-Averdieck-Gymnasium,
1931, StaHH 362-2/22_101).

Finally, the rural hostel situation was recognised as offering new oppor-
tunities to gain insights into the nature of individual pupils on whom
educational influence could be strengthened accordingly (cf. Reinhold,
1925). For example, Erichsen (1929), in response to parents’ fears that
their children might end up in “bad company” in the hostels, points out
that “out here they can be educated more systematically and observed
more closely than at home, where they are all left to their own devices
for part of the day” (p. 324). Dr. Gersdorf from Leipzig (1925) came
to a similar conclusion when he stated: “In the city, what is attempt-
ed to be planted in the pupils in the mornings cannot flourish. In the
rural school hostel, the teacher can really be a guide. In the city, the
image of the teacher and his influence disappears as soon as the school



94 Historia scholastica 2/2024 10 Esther Berner

doors are closed” (p. 465f.). Schmidt (1925) speaks in this context of
an intensification of “permanently correct” assessment and “essen-
tial” influence (p. 711). Koster (1929) sees the greatest benefit of rural
school hostel stays precisely in the boarding school community. Ego-
isms and special interests were suppressed here in favour of common
tasks and goals. In contrast to normal school life, the teacher could be
a “human being and educator” and the educator-pupil relationship
was freer and more confidential. “In this influence on the inner life of
his pupils he will then find his true satisfaction” (p. 378). The idea pre-
vailed that teachers and pupils could meet on an equal footing, with
the former taking on the role of friend and comrade, affectionate sup-
porter and helper.

This idea of reducing hierarchy must at least be seen as ambiva-
lent. The view of the school hostel educators on the advantages of
living closely together is generally an instrumental one. The focus
was on gaining the trust of the pupils in order to gain insights into
their “inner life” (cf. e.g. Nicolai, 1928). Sahrhage formulated this rather
bluntly in 1933 when he wrote: “In the rural school hostel, the teacher
has an irreplaceable opportunity to monitor and influence his pupils
and all their habits, not only in the way they work, learn, play and
socialise, but also in the way they sleep, dress, wash, eat and carry
out their domestic duties” (1933/2014, p. 156). Precisely because the
nature and performance of the pupils were “largely physically deter-
mined”, Sahrhage hoped that the class teacher’s observations in the
rural school hostel would provide important insights into the correct
assessment and individual treatment of the pupils (ibid.). According
to Dr. Clemenz (1930/2014), the head doctor of the school community
at the Thaer-Oberrealschule in Hamburg, doctors were able to not only
spotincorrect or irregular nutrition and sleep disorders during the stay
at the school hostel, but also child psychopathologies.

However, individualisation found its limits in the overriding pur-
pose of the community formed during the stay in the hostel. With this
in mind, the advocates of the rural school hostel movement recom-
mended a strict organisation of the hostel stay with a structured daily
routine. A day at the school hostel should begin at around 7 a.m. and
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end at 9:30 p.m. According to one suggestion, the joint activities should
be interrupted after lunch by a short rest period in the rooms or out-
side on the lawn, during which playing and making noise were “strictly
forbidden”. It was also forbidden to stay in the bedrooms outside of
the specified quiet times (Zentralinstitut fiir Erziehung und Unterricht,
1926, p. 122; similarly Salffner, 1934).

3.3 Rural School Hostels and Educational Progressivism

When reservations were expressed about rural school hostels, whether

by parents, teachers or school authorities, they usually concerned learn-
ing deficits that could result from the interruption of regular school

lessons. In the course of time, especially when the worst of the post-
war crisis and its health consequences had been overcome, teaching

increasingly came to the fore (cf. Hilker, 1926). The amount of time

devoted to (formal) teaching probably varied in practice. The Hamburg

school authorities, for example, began to prescribe a daily three-hour
workload. However, in the understanding of rural school hostel educa-
tion, this was to be clearly divided from learning at school and thereby
drew on a large reserve of progressivist concepts. The buzzwords were

concepts such as community school, educational teaching and inner
school reform, and special attention was of course to be paid to phys-
ical education. The general aim was “to allow the blessings of the large

but costly rural boarding schools to benefit public schools” (Lietzmann,
1922, p. 114). The most common point of reference was the work-school

method alongside rural boarding school pedagogy, with Hermann Lietz

and Georg Kerschensteiner being the most prominent proponents. In

addition to the work-school method, didactic and methodological

concepts such as the weekly work plan and project-based learning

were frequently mentioned, and there was repeated reference to “occa-
sional”, “experiment-based” or “focused” teaching (cf. Sahrhage, 1931).
There was a general criticism of the “materialistic, scientific view of
the 19th century”, which was to be overcome by “recognising emo-
tional life and inner, moral values” (Nicolai, 1928, p. 365). Thus, by
turning to the “school of work and education”, the proponents of the

rural school hostel movement wanted to distinguish themselves from
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the “school of learning and knowledge” as an expression of a “mate-
rialistic age” (ibid., p. 209). Teaching was therefore less aboutimpart-
ing knowledge and more about shaping attitudes. This presupposed
the new type of relationship between teachers and pupils living closely
together in community as described above.

The necessity and significance of the pedagogical “gains” asso-
ciated with rural school hostel pedagogy also had to be conveyed
because, especially in the case of secondary schools, it required con-
siderable additional effort. In higher school classes, the pupils were
taught by several teachers or the teachers were responsible for several
school classes, as the subject-specific teacher system prevailed. Since
those who remained at home still had to be taught, i.e. not all teachers
could travel to the school hostel, it proved useful to implement a type
of weekly lesson plan that focused on selected subjects and interdiscip-
linary lessons (cf. Jaspert, 1926). For this reason, what were known as

“occasional lessons” were deemed to be sensible: based on natural and
cultural phenomena such as the weather, agriculture or local trades,
subjects relating to nature, local history or economics were worked
out more or less spontaneously (cf. Aevermann, 1926).

A6L, 6. Mathematit-Unterricht im Landbheim der Mufterfdhule Frantfurt a/A.

Fig. 3. Geology lessons in the quarry (Zentralinstitut fir Erziehung und Unterricht,
1926).
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For example, under the heading “the development of bread”, the pro-
duction of this food from grain cultivation to the bakery could be traced
in the form of a project. Sahrhage (1926) also envisaged the teach-
ing of a “school hostel sociology” (p. 59) for the lower and middle
grades of secondary schools." The basis for this was community life
in the hostel, which was characterised by the students taking on dif-
ferent tasks and roles in rotation. This was supplemented by excur-
sions, gardening and handicraft lessons, among other things. Agricul-
ture provided the opportunity for a wide range of theoretical lessons
(chemistry, biology, geography, astronomy, economics, etc.). In order
to cover the subjects as broadly as possible without reverting to text-
book-style teaching, it was suggested that contemporary studies (cf.
Lidemann, 1930) and foreign language lessons (cf. Sahrhage, 1926;
Erichsen, 1929) be taught using various German and foreign-language
newspapers. The top priority was to move lessons outdoors whenever
possible (cf. Lietzmann, 1922).

4 Conclusion

For all their diversity, the rural school hostels had several things in
common: more or less far away from urban civilisation, in a natural
landscape that offered as many different stimuli as possible, classes or
groups of pupils and teachers came together for a few weeks to form
aliving and learning community. In addition to community-build-
ing and real-life, hands-on learning, the third purpose of a stay at the
hostel was healthcare. The daily routine, as exemplified here by the Zer-
penschleuse school hostel (Brandenburg), was as follows: In the morn-
ings, three hours were devoted to lessons in the main subjects — primar-
ily natural sciences, German and local history, as there was a lot of
illustrative material available for these subjects; in good weather, les-
sons took place outdoors. Once a week, a maths teacher and a history

13 Erichsen (1929) also used the term “school hostel sociology” (p. 323), referring
to a civic education that conveys the cultivation of community spirit, including
areverence for supra-personal purposes, as fundamental for living together in the
school hostel.
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teacher arrived, as well as a drawing teacher and a sports teacher. After
breakfast, everybody went swimming, air bathing and sunbathing.
Then lunch was eaten, followed by an hour’s rest. In the afternoon,
learning took place in free study groups; they went for walks in the vil-
lage and played sports and games. After dinner, pupils and teachers
got together to sing and make music, read or play board games. There
was also the opportunity to develop photos. On some days, they under-
took hikes and excursions (cf. Zademack, 1927).
During their stay, the residents enjoyed normally five nutritious meals,
with a typical menu being as follows:
—Ist breakfast (8:00 a.m.): semolina soup, white bread, sandwich
—2nd breakfast (10:00 a.m.): milk, 2 sausage sandwiches
—lunch (12:30 p.m.): blueberry soup, savoy cabbage with mutton, cur-
rants
—afternoon (3:30 p.m.): milk cocoa, 2 rolls with plum jam
—evening (6:30 p.m.): rice with sugar-cinnamon, 2 sausage sandwiches
(Koster, 1929, p. 378).

After the war, the main focus was on the recovery of children and young
people with health problems, but once the post-war crisis had been
overcome, the rural school hostels were now to function as “youth
training centres” in a general sense (ibid.). According to Koster in 1929,
“[w]hatis still healthy and strong in our national body today should be
fully preserved for our healthy next generation. Training young people
is a service to the people and the fatherland” (ibid.). The well-known
paediatrician Eugen Schlesinger named the “ultimate goal [...] the
improvement, the rehabilitation of entire closed classes, entire age groups”
(1926, p. 90, emphasis in original). “[O]bjective and numerically, [sic]
exact methods” were decisive for the success of “recreational care” (ibid.,
p. 91, emphasis in original). And not surprisingly, he demanded: “The
rural school hostel itself must be in close contact with a doctor” (ibid.,
p. 102, emphasis in original).
In line with Schlesinger’s demand, a clear tendency towards objec-
tivization, standardisation and quantification was noticeable with
regard to the daily structure, nutrition, furnishings and equipment
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of the hostels (i.e. in the area of hygiene in particular). Chest circum-
ference, height and weight of the pupils were recorded and evaluated
before, during and after their stay in the hostel, but standards were
alsoissued regarding minimum distances for the arrangement of beds
in the dormitories, air space per child, window size, number of lava-
tories, etc. (cf. Brunn, 1930/2014). In countless reports and articles,
one comes across plans for daily routines and nutrition, and in almost
every case reference is made to the impressive quantitative expansion
of rural school hostels (number of facilities, number of places and
stays) (cf. Hilker, 1926).

An overview of the literature on school hostels reveals that the edu-
cational aspect of community-building became increasingly important
over the years. Motifs such as the national community and the subor-
dination of the individual to higher “supra-personal purpose[s]” were
increasingly used (Reinhold, 1926, p. 7). The idea of (pedagogical) lead-
ership now also emerged more frequently (cf. Nicolai, 1926,1928; Lide-
mann, 1927; Hirsche, 1934). This emphasis was flanked by teaching
which, in addition to the natural sciences, focused on local history and
thus the “cultivation of the sense of home” (Matzdorff, 1926b, p. 125)
and the “German spiritual life” (Lietzmann, 1922, p. 125).

Overall, a tendency towards objectivization and standardisation
can be observed in the area of hygiene, while subjectivity and individu-
alisation were the guiding principles in the ideal of personalised close
relationships between teachers and pupils. In some cases this certainly
merged into ideas of teachers’ pedagogical omnipotence with regard to
deeply investigating and influencing every individual pupil. The focus
on the individual child was always framed by an overarching collectivis-
ing idea of community, which increasingly took on totalitarian traits.

In conclusion, the rural school hostel can be described as a product
of different, intersecting and mutually reinforcing discourses, reform
concerns and movements (criticism of civilisation, romanticising com-
munity utopias, hygiene discourse, rural boarding school movement,
etc.), which united a large number of actors (educators, school coun-
cils, doctors, medical councils, architects, etc.). This is probably the
reason for the attractiveness of the institution and its long survival to
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the present day. Both the community and the health discourse iden-
tified a fundamental civilisational evil in the big city; the important
concept of educational teaching and the community ideology were
related to each other. Furthermore, the ideology of community and
the emphasis on the (comradely) pedagogical relationship essential
for the new progressivist teaching concepts were also linked to each
other. And finally, the intimate relationship between educators and
pupils also served a pedagogical-clinical view with which the teachers
were to observe and monitor the hygienic and moral behaviour of the
children (socialised in the family and in the big-city environment and
therefore judged as problematic by the educators) for the purpose of
promoting health and community. The rural school hostel flourished
under National Socialism, survived the division of Germany (in the
GDR as Houses of the Young Pioneers) and also proved to be adapt-
able to new discourses afterwards (ecology, environmental education,
sustainability).
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1Introduction
Although the contemporary educational discourses in the 19th cen-
tury considered educational punishment one of the most effective

1 This contribution was worked out in the context of the Deutsche Forschungs-
gemeinschaft (DFG)-funded project “Erziehung und Verletzlichkeit. Strafe im
Erziehungsdispositiv des 19. Jahrhunderts (Education and Vulnerability. Punish-
mentin the Education Dispositive of the 19th Century)” (Project-No. 536068261).
Dr. Mirko Wittwar translated the text, including the quotations in German, into
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means of education, and although it was frequently used in the edu-
cational practice, its history in the German-speaking countries has
been only rudimentarily researched (see Schifer & Thompson, 2018,
p- 29; Griiner & Raasch, 2019a). This is even more astonishing as the
history of educational punishment must be understood as a history
of violent educational practices. Although the reason given for edu-
cational punishment was again and again the correction of the child
which was subject to education, the various punishment practices were
meant to break the child’s will and to bring its behaviour into sub-
jection of the valid social norms (see Heinze & Straube-Heinze, 2019,
pp- 10f.; Straube-Heinze, 2016; the same 2018; Gestrich, Krause & Mit-
terauer, 2003, p. 585; see also Schlumbohm, 1983; Ungermann, 1997,
pp. 203-209). After all, educational punishment is based on the pos-
sibility to, by violent means, exploit the child’s vulnerability to achieve
the intended modification of its behaviour, in the context of which the
pedagogical and education-scientific discourse used to aestheticise and
discursively conceal the interdependence with violence far into the
20th century (see Heinze, 2016, p. 178; Hoff, 2023). This seems also to
be the reason why hitherto the vulnerability of children as an analyt-
ical dimension has hardly been playing any role for the historiographic
research of educational punishment (see Heinze, 2023).

In the following, the question shall be pursued of how a histori-
ography of educational punishment in the 19th century could be the-
oretically-methodically based. For this purpose, at first the state of
research is assessed, which is characterised on the one hand by histor-
ical-systematic interpretations of the “classical works” of the punish-
ment discourse and, on the other hand, by pointed interpretations of
the historical development in the area of tension of ‘black pedagogy’
and the ‘humanisation’ of educational punishments (2). Starting out
from the finding that power relations have only insufficiently be con-
sidered by the research of educational punishment, then the child’s
vulnerability is worked out as an analysis-guiding category for a his-
toriography of educational punishment (3). Research-guiding in this
contextis the thesis that educational punishment must be understood
in the sense of exploiting the child’s vulnerability. Then the question
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is pursued in how far the punishment discourse can be reconstructed
by way of a discourse-analytical approach which adapts methods of
grounded theory (4). The presentation is concluded by hypotheses on
educational punishment as a violent means of education (5).

2 The History(s) of Educational Punishment between “Black
Pedagogy” and a “Humanisation” of Educational Behaviour

The analysis of educational punishment, which was intensified in the
1960s and 1970s, basically rested on the assumption that its history
had to be interpreted as a process of progress, in the sense of the pun-
ishment practice becoming increasingly more humanised (see Reble,
1965; Scheibe, 1967; Netzer, 1959/1983; Hagemeister, 1968).” From a his-
torical-systematic perspective, the focus was often on the relevance
of the “classical works” of the respectively current educational theory
and practice, which had to be perfected or improved (see Scheibe, 1967,
pp- 289-356; Reble, 1961, pp. 55f.; Hagemeister, 1968, pp. 205-228).
Doing so, the question about the violent consequences of those edu-
cational punishments which were considered legitimate was hardly
considered. Studies which, beyond biographical histories, focused on
the significance of scientific communications networks while also tak-
ing contextual influential factors into consideration are found rather
seldom (see e.g. Biermann, 1970).

In 1977 Katharina Rutschky confronted the “illusion of progress”,
which dominated the history of education, with her “attempt” to call
the “consequences and concomitant phenomena of the attention [...]
young people [were] subject to since the 18th century” “black ped-
agogy” (Rutschky, 1977/2001, pp. XXV, XV). By connecting to Norbert
Elias’s civilisation-theoretical studies, by referring to a psychoanalyt-
ically inspired selection of sources from the end of the 18th century to
the beginning of the 20th century, and while giving up on reconstruct-
ing the theoretical argumentation context, education is characterised

2  Even the scientific dealing with the perfection of corporal punishment follows
this pattern of explanation (see e.g. Scheibe, 1967, p. 53; Netzer, 1959/1983, p. 13).
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as a “totalitarian” (ibid., p. 148) “submission” motivated by “fear of
the child” (ibid., p. 3, 24) and punishment as a “rationalisation of sa-
dism” (ibid., p. 376). However, according to Rutschky’s reading, edu-
cation becomes a sheer tool of repression, whereas the complexity of
the discourse is ignored. Although “black pedagogy” attracted much
attention by educational science and the term was used in the educa-
tion-scientific discourse to name violent educational actions to achieve
repressive submission, a broad topical debate on Rutschky’s interpre-
tation offer has not happened, except for individual references (see,
among others, Gstettner, 1981; Miller, 1983; Bernhard, 2009).
Meanwhile, given the lack of more recent research results, one
refers to Rutschky, to be able to point out to the “black side” of educa-
tion throughout its history (see Schifer & Thompson, 2018, pp. 29f;
Seichter, 2020; Heuer, 2021, p. 87). Here we must furthermore point out
to the results produced by Lloyd deMause’s team which, from a psy-
cho-historical, presentist perspective, were adapted in this context and
interpreted as a constant improvement of the child’s vulnerable posi-
tion in the generational relations (on this see Baader, 2015, pp. 90f,;
Bihler-Niederberger, 2022, pp. 477f.). Also Philippe Ariés (1960/1978)
made such a problematic attempt to construe the history of childhood
as a contrast to a “diagnosis of the present” (see Bithler-Niederberger,
2022, pp. 469—473) and, unlike deMause, interpreted the process of the
institutionalisation of educational processes as a loss of freedom for
the children (see Heywood, 2010). Neither deMause’s nor Aries’s inter-
pretation offers did become relevant for the historiographic research of
violent educational punishment practices, except for the almost oblig-
atory reference in the course of assessing the state of research.
Afundamental critical discussion of the historically-systematically
grounded assumption that since Enlightenment the theory and prac-
tice of educational behaviour increasingly oriented at the welfare of
those to be educated started in the course of the at first reluctant but
then ever broader reception of Michel Foucault’s positions (see Balzer,
2020, p. 466) and resulted in a reassessment of the historical punish-
ment discourse. In doing so, the analyses focussed first of all on transfer-
ring Foucault’s positions concerning “disciplinary power” to education
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(see Foucault, 1975/1979; Caruso, 2003, p. 261.). Accordingly, e.g. by
connecting to Elias and Foucault, the pedagogy of Enlightenment is
deconstructed as a purposively rational practice of exploiting the child
by way of the “inextricable combination of affection and infantilising”
(Glantschnig, 1987, p. 12), or the genesis of school is worked out as the

“crucial dispositive of the disciplining power” from the Middle Ages to
National Socialism (Pongratz, 1989, p. 215).

However, by reducing Foucault’s understanding of power to its
repressive nature (on this see Balzer, 2004, p. 20 as well as Caruso,
2003, p. 49) and the sole focus on drilling the children by way of the

“disciplining power” the question got out of sight how, in everyday edu-
cational situations and as a result of productive effects of power, they
are constituted as subjects while at the same time learning how to ac-
tively create themselves as subjects (see Foucault, 1969/1972, p. 52, 54f.,
122, 182; the same 1975/1979, p. 207; Butler, 1997, p. 15f.; Ricken, 2013).
Starting out from a critique of the reduction of the reception of Fou-
cault when it comes to the analytical figure of “disciplines”, there were
research attempts at the beginning of the 21st century which, apart
from the effects of the “disciplining power”, also made the entangle-
ments of education with the interdependencies of “bio-power” a focus
of attention (see Caruso, 2003, p. 48; Grabau, 2013, p. 10). In the con-
text of the analysis of governmental techniques, these studies particu-
larly pursue the question of how educational behaviour is strategic-
ally used for regulating the development of the population (see Gra-
bau, 2013, p. 123; Caruso, 2003). In this context, there result new per-
spectives from considering the mutual influence of the techniques of

“bio-power” and of “disciplining”.

Furthermore, by way of educational-historical, discourse-analyt-
ical studies on the history of educational punishment in the 18th and
19th centuries it could be shown that any reconstruction of the punish-
ment discourse requires its location into overarching knowledge form-
ations and, apart from the epistemological and education-theoretical
contextual references, to also view at the educational-anthropological
models of subject formation, the corresponding practices of subjectiv-
ization, as well as the institutional and social framings (see Heinze &
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Straube-Heinze, 2019; Heinze & Heinze, 2013; Straube-Heinze, 2016;
the same 2018; Heinze, 2008). Educational punishment is furthermore
considered in the context of the historical research, from a historical
science perspective, of “violence aiming at children” (Griiner & Raasch,
2019b, p. 8), in the context of which on the one hand the extension of
the source basis results in new insights (see Griiner, 2019; Griiner &
Raasch, 2019b; Hoff, 2023) while on the other hand, however, the edu-
cation-theoretical justification discourses are left out of considera-
tion (see Hoff, 2023). In sum, it may be stated that as yet we know rela-
tively little about the justification of educational punishments and their
practical implementation in the 19th century, except for the reproduc-
tion of the discourse of the “classical” educational works.

3 The Child’s Vulnerability as an Analytical Category for

a Historiography of Educational Punishment’

The analysis of the discourse on educational punishment in the
19th century is meant as a contribution to a kind of educational his-
toriography which asks about the historical conditions for the con-
stitution of violent educational behaviour while critically reflecting
on it. Such a study connects to historiographic approaches assuming
that the “child’s vulnerability must be part of a history of childhood”
and thatin this context the focus must be on power relations and rela-
tionships of violence which have as yet only insufficiently been taken
into consideration (Baader, 2015, p. 81; see Andresen, 2018a). To be
able to meet this requirement, by referring to works by Michel Fou-
cault and Judith Butler there happens an orientation at theories of
subjectivization which direct the research interest towards an “empir-
ical analysis of historical-cultural ways of subjectivization” (Reck-
witz, 2021, p. 33) while including the constitutive function of power
for the process of subject formation (see Foucault, 1975/1979; Foucault,
1982/2002; Butler, 1997; Ricken, 2006). At the same time, the thus

3 On this see the preliminary considerations on the development of vulnerability
as the analytical dimension of a historiography of education in Heinze, 2023.
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resulting vulnerability-theoretical connections are used to be able to
historiographically grasp the significance of vulnerability in the con-
text of the generational relation (see Butler, 2004/2020; the same, 2014;
Burghardt et al., 2017; Liebsch, 2022; the same, 2014).

Starting out from the anthropological reflection, according to which
vulnerability gives expression to the irresolvably relational constitu-
tion of human existence, the educational relationship must after all be
understood as a relationship of vulnerability in the context of which
the involved subjects depend on each other and are, moreover, exposed
to each other (see Butler 2004/2020, pp. 23-28; the same, 1997, p. 6f,;
the same, 2014, p. 102f., 114; Blinger, 2022). It is characterised by a con-
figuration of dependencies on which at the same time a powerful sub-
jectivization constellation of the involved individuals is based, as the
practices of caring are oriented at those social norms as regulating the
recognition of each respective vulnerability while also, as demonstrated
by Butler, changing them (see Butler 2004/2020, p. 43). Accordingly,
the analysis of educational punishment theories and practices rests
on the awareness that the inter-generationally constituted recogni-
tion and vulnerability relations are a precondition for the subjectivi-
zation of the child (see Ricken, 2009, p. 122f.; Butler, 1997, p. 6f., 21),in
the context of which the recognition of the subject and thus also the
question of guilt and becoming guilty are considered powerful condi-
tions of individual existence, the safeguarding of which is connected
to the requirement of submitting to certain norms (see Butler, 1997,
p. 13f,, 83f.; Foucault, 1982/2002, p. 331; Heinze, 2017, p. 491.).

Thus, although those educating are able to question the norma-
tive patterns of recognition, they run the danger of putting their own
existence at risk (see Butler, 2005, p. 23). With rejecting the norma-
tive conditions for recognition, at the same time the confirmation of
one’s own self becomes precarious. The ambivalence of recognition,
between confirming and compromising the process of identity forma-
tion, results in an inevitable vulnerability, which is particularly effective
for children as a result of their social dependence in the context of the
educational relationship of care. When it comes to a historical analy-
sis of punishment, the interest is thus in shaping and legitimising
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those ways of subjectivization as conditioned by shaping the educa-
tional vulnerability relations.

In the context of the educational relationship, vulnerability works
as a criterion for defining the “moral status” of those educating (see
Giesinger, 2007). To this their corresponds a positioning of the younger
generation within age concepts, in the context of which the older gener-
ation mostly makes use of the criterion of the capability of autonomy or
of reasonability to give reason to paternalistic interventions. By attrib-
uting to children a lack of capability of acting in their own interest, their
dependence on care may at the same time be considered a justifica-
tion of punishing, violent corrections of their behaviour (see Heinze,
2016, pp. 172-176). Vice versa, attributing competent creative power
to the child may result in losing sight of the mutual relation of vulner-
ability and capability to act, as hazards resulting from the respective
vulnerability relations are concealed by the alleged capability to act
(see Heinze, 2017, p. 571f.). Of historical interest in this context are the
modes of a pedagogisation of the child’s vulnerability, which is partly
operationalised by way of corresponding conceptualisations such as,
among others, ‘innocence’, the child’s ‘welfare’, ‘reasonability’, ‘care’,
or ‘sensitivity’. This raises the question which consequences are drawn
from the relationality of vulnerability as an irresolvable condition for
social and political life when it comes to reflecting, in terms of educa-
tion theory and practice, on educational punishment.

Essential for this process are educational moratoria established
in society, to be able to structurally work what society demands
from young people (see, inter alia, Zinnecker, 2000; Andresen, 2018b,
pp. 370-374; Heinze, 2017, pp. 53-55). By temporarily exonerating the
younger generation from tasks of social reproduction and by prepar-
ing them for contributing to society in the future, at the same time
consequences for those are anticipated who are not in line with the
normative guidelines (see Bithler-Niederberger, 2024, pp. 105-110).
Accordingly, e.g. for the discourse on educational punishment at
the end of the 18th and the beginning of the 19th century a degree
of Janus-facedness of moratoria concepts may be stated, insofar as
given the belief in controllability of the educational process there
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happened a connection of the educational idea of the ‘innocent’ child
with the possibility of disciplining it, and thus a perfection of concepts
of corporal punishment (see Heinze & Straube-Heinze, 2019, p. 1f.).

When it comes to legitimising educational punishment, injuries
are systematically accepted because — as summed up by Sachse still in
1879 — punishment without injury is impossible and punishment can
thus be implemented only in the form of injuries (see Sachse, 1879/1913,
p- 71). In the context of a historiography of educational punishment,
reflections on the relation of violence and education or education and
vulnerability must be considered crucial elements of moratoria con-
cepts, which must inevitably be included into the analysis. Doing so,
the research interest is in the social constitution of the moratoria as
educationally controllable social spaces of subjectivization where, in
relation to the social demands on the younger generation, specific
needs profiles are defined as the basis for establishing educational
measures and where thus vulnerabilities of children are pedagogised.

The question of how vulnerability is distributed among society is at
the same time an issue of justice (see ten Have, 2016, p. 176). From the
individual consequences of vulnerability there results social inequal-
ity which requires to pursue the causes for increasing this vulnerab-
ility and particularly to protect vulnerable individuals against poten-
tial harm (see Goodin, 1985, p. 109). Thus, the social perception and
recognition of vulnerability is ethically and politically relevant to such
adegree thatitis necessary to identify the respective conditions under
which vulnerability is updated and its consequences are increased.
A history of educational punishment can thus not be written without
reconstructing the knowledge of the child’s vulnerability and its recog-
nition by society.

Attention must also be paid to the ambivalent consequences com-
ing along with the social recognition of vulnerability, as the constitu-
tion of particularly vulnerable individuals or groups of people within
society may result in excluding or discriminating effects (see Bueno
Gdmez, 2022, pp. 116f.). For example, the discourse on the legitimacy
of educational punishment at the end of the 18th and the beginning of
the 19th century conceptualised the child’s vulnerability, connecting
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to Rousseau, by way of attributing ‘innocence’ to the child. How-
ever, the thus derived goal of protecting the children did not result in
abandoning corporal punishment. Quite on the contrary, punishment
was pedagogised, giving the reason that the children had to be ‘pro-
tected’ against their own misbehaviour. This way, the suffering caused
for children could be socially aestheticized and justified (see Straube-
Heinze, 2018, p. 74; Heinze & Heinze, 2013, pp. 64—66; see Bueno Gomez,
2022, p. 109f)).

4 Discourse-analytical Knowledge-research and Grounded
Theory — Methodical Approaches

For the analysis of the historical conditions for subjectivization in
the context of the punishment discourse in the 19th century we reach
back to Foucault’s concept of the dispositive, by way of which a stra-
tegically motivated constellation of discourses, institutions, objects,
practices and power effects is described (see Foucault, 1978/1980; the
same, 1975/1979, pp. 31-36; Heinze & Straube-Heinze, 2021, pp. 29-32;
Bithrmann & Schneider, 2008; Heinze, 2014; Rousmaniere, Dehli &
de Coninck-Smith, 1997, pp. 7-10). By this strategic ‘network’, power
unfolds its ‘productive’ effect on the constitution of the subjects, by
way of which their discursive positioning of the possibilities to find
a place within the ‘truth regime’ of the dispositive is determined (see
Foucault, 1978/1980). Against this background, the “strategic func-
tion” (ibid., p. 194f.) of the punishment discourse shall be considered,
and in particular its being networked with scientifying pedagogy, the
professionalising educational practice (as far as to special punishment
practices and tools), the ways of institutionalising education as well
as the demands by society are reconstructed (see e.g. Schauz, 2008;
Kesper-Biermann, 2009; Caruso, 2003).

For the methodical operationalisation of the question an approach
is chosen which makes sure that the epistemological claims to validity
of the discourse, including the self-referential certainties of re-writing
itin the form of a reception history of the “history of pedagogy”, will
notbe historiographically continued by their “immediate forms of con-
tinuity” (Foucault, 1969/1972, p. 26). For this purpose, by connecting to
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Foucault, we reach back to an analysis of statements which aims first
questioning the passed on contexts of a history of educational pun-
ishment, to be able to view at “the totality of all effective statements
[énoncés] [...] in their dispersion as events and in the occurrence that
is proper to them” (ibid., p. 27). Foucault describes the statement as
»a function of existence that properly belongs to signs and on the basis
of which one may then decide, through analysis or intuition, whether or
not they ‘make sense’, according to what rule they follow one another
or are juxtaposed, of what they are the sign, and what sort of actis car-
ried out by their formulation” (ibid., p. 86f.).

Discourse analysis observes the relations of a “series of signs”
which, because of these relations, “become a statement” (ibid., p. 89)
and in doing so aims at the possibility conditions of those “objects” as
being putinto play and their delimitation (see ibid., p. 91), at the posi-
tions a subject may occupy to be able to speak during the discourse
(seeibid., pp. 94f.), at the amount of statements by way of which each
respective statement figures (see ibid., pp. 991.), as well as at the “field
of use” which allows for its repetition (the “materiality” of the state-
ment) (seeibid., p. 104f.). The reconstruction of the rules-based struc-
ture of the field of statements allows for viewing at the “positivity” of
the discourse (ibid., p. 125) which shall then be located within the

‘strategic network’ of institutions, objects, practices and power effects.

To implement the discourse analysis, qualitative-interpretative
methods of knowledge analysis are used which, concerning the above
explained claim of questioning reproduced ‘certainties’, adapt the way
of proceeding of grounded theory.* However, given the different epis-
temology-theoretical preconditions of discourse analysis and ground-
ed theory when it comes to a possible approach at ‘reality’, this means
that the ways of proceeding of grounded theory only serve as a model,
under the epistemology-theoretical auspices of discourse analysis
(see Gasteiger & Schneider, 2014, p. 141). Here, most of all the differing

4 The depiction of discourse-analytical knowledge research by way of which meth-
ods of grounded theory are adapted is oriented at Heinze & Straube-Heinze, forth-
coming.
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perspective at the position of the subject within the process of reality
constitution must be taken into consideration, in the context of which
Foucault’s decentering of the subjectis opposed to the action-oriented,
interactionist orientation of grounded theory (see ibid., pp. 143-145;
Clarke, 2005/2012, pp. 93, 95-97, 185). To this there adds, from a dis-
course-analytical point of view, the epistemic significance of produc-
tive power relations when it comes to the analysis of ways of subjec-
tivization, whereas for grounded theory the question about the effects
of power is no crucial analysis category, although more recent concep-
tualisations locate the grounding of power relations in interactional
practices (see Clarke, 2005/2012, p. 97; Striibing, 2013, p. 198). This
can be made fruitful most of all concerning the ways of proceeding of
‘theoretical sampling’, ‘open coding’ including contrasting comparison,
as well as concerning the concepts of ‘theoretical saturation’ and ‘the-
oretical sensitivity’ (see Striibing, 2021; Corbin & Strauss, 2015).

The analysis of the field of statements is based on a method of
discourse-analytical coding. In this context, the coding system to
be worked out is not the purpose of the research process but must
be understood as a tool by help of which the preconditions for the
process of systematic comparison and contrasting are supposed to be
created and the interpretation of the rules-based context of the know-
ledge order is supposed to become possible (see Glasze, Husseini de
Aratjo & Mose, 2021). Furthermore, the coding of the knowledge con-
tents is indispensable for being able to methodically grasp the distri-
bution of knowledge elements across the voluminous corpus. Thus,
for coding a coding strategy is preferred which must be worked outin
the course of the research process and will be open to adaptions and
recursive modifications (see Gasteiger & Schneider, 2014, p. 145; Diaz-
Bone, 2010, p. 198).

As digital support, the Computer-Assisted Qualitative Data
Analysis Software (CAQDAS) ATLAS.ti will be used (see Friese, 2019,
pp- 282-284). Every text included into the corpus will be digitalized
and imported into the ATLAS.ti programme, where it can be admin-
istered as a ‘document’ and assessed by help of the analysis tools (see
Friese, 2014). For this purpose, by a first step the appropriate knowledge
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segments will be marked as ‘quotations’, and by a second step the
appropriate ‘codes’ will be attributed. When it comes to interpret-
ing at a later stage, the coding is the precondition for swiftly find-
ing and compiling the appropriate ‘quotations’, so that it will be pos-
sible the compare each ‘quotation’ both to the other ones, however
also to ‘documents’ and ‘document groups’. Furthermore, this soft-
ware allows for accompanying the coding process by way of creating
theory and code memos which may be reached back to in the course
of the iterative-cyclic analysis process. Starting out from the qualita-
tive-interpretative approach of the project, this way of proceeding may
be attributed to ‘close reading’, in the context of which the Atlas.ti
software will be used to be able to appropriately reconstruct discur-
sive meaning contexts (see Zaagsma, 2013, pp. 23-25).
The formation of the corpus is based on Foucault’s statement
that discourses must be understood as “practices” “that systemat-
ically form the objects of which they speak” (Foucault, 1969/1972,
p- 49). Against the background of already existing studies (see Heinze
& Straube-Heinze, 2019) as well as contemporary systematisations
(see Sachse, 1879/1913), the analysis corpus will be compiled accord-
ing to the concept of ‘theoretical sampling’ and will be continuously
extended in the course of the research process, by following purpose-
ful references and purposeful research. Crucial in this context is that,
apart from the ‘classical works’ of the punishment discourse, the par-
ticipation in the discourse will be recorded at the medium level of the
documentation. As a crucial problem of previous studies a corpus for-
mation must be stated which is reduced in this respect, producing
the result of, due to topical limitations as well as a superficial orien-
tation at the ‘classical’ texts, a constricted perspective of the discourse
(see above, Section 2). With the extension of the corpus beyond its
“ridge”, by way of texts which, in contrast to a “limited view”, histori-
ographically depict the “general operation” (Fulda, 2016, p. 20; see
Reichardt, 1998, p. 23; Heinze, 2008, p. 52f.,, 57), new insights may be
expected insofar as now sources are analysed which take into consid-
eration “what was dominating the market” (Fulda, 2016, p. 20). At the
same time, the question will have to be asked in how far there were
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connection lines between the texts at the medium level of the docu-
mentation and the ‘classical works’.

The chronological and spatial delimitation of the project happens
according to the idea of the “short 19th century” (Osterhammel, 2007,
p. 118; see ibid., p. 120), starting out from the end of the “Sattelzeit”
(Reinhart Koselleck) in the German-speaking countries from the end
of the 1820s to the beginning of the fin de siecle at the end of the 1880s
(see Osterhammel, 2007, p. 115). In conceptual terms, the choice of this
period is not meant to give a concrete time of beginning and end, but
it is rather about revealing the “temporal structures” of the topic-re-
lated processes (Osterhammel, 2010, p. 86f.). Accordingly, the analysis
starts with the decline of the debates on the education of the Enlight-
enment and ends before the condensing of the discourse on a ‘progress-
ive education’ developing at the end of the 19th century.

5 Educational Punishment as a Violence-related Means

of Education? Hypotheses on its Historiography

Why corporal punishment as a possible means of education and a cus-
tomary violent intervention into child’s development could prevail

and even be education-theoretically legitimated in Germany until far
into the second half of the 20th century, despite many critical voices,
is one of the crucial questions concerning a historiography of educa-
tional punishment (see Griiner, 2019). It must be assumed thatin most
cases efforts at ‘humanising’ the punishment practices were connect-
ed to strategies of perfecting disciplining stimulations (see Heinze &
Straube-Heinze, 2019) whose strategic optimum seems to have been

achieved by expecting those punished to themselves implement the

punishment stimulation (see Pongratz, 2013; Heinze, 2016, p. 180f.).
This development comes along with aestheticizing the violent effects

and thus connected injuries, which can be illustrated e. g. by the sug-
gestive promise of the ‘natural punishment’ of being able to dissolve

the connection of punishment and its physical effects. That this is

an illusion can be pursued even in Jean-Jacques Rousseau who, accord-
ing to the logic of an analogical conclusion, suggests locking up the
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child displaying behavioural problems which repeatedly smashes win-
dows in a dark room without windows (see Rousseau, 1762/1998, p. 80).
A historiography of the educational punishment discourse must
thus be conceptualised under the assumption that in principle educa-
tion runs the danger of becoming violent (see Andresen, 2018a, p. 6f.).
Educational behaviour must be considered a social reaction to the
child’s vulnerability which, by its unstable dynamic, on the one hand
creates an awareness of empathy, solidarity and care, while on the
other hand, it provides violence with a target that can be exploited.
Vulnerability gives expression to the child running the danger of being
attacked and affected in its physical and personal integrity. Itis ground-
ed in the fragility of the child’s body as well as in the relational social
constitution of its existence. Being a possibility of experiencing pain-
ful suffering, vulnerability results from being open to development as
well as from susceptibility and sensitivity towards impressions from
the outside (see Wiesemann, 2019, pp. 185f.). As the child is able to
sensually perceive and experience the world only by way of its body,
due to its development-based openness towards the world it runs the
risk of being injured in the course of the process of appropriating the
world. This is where concepts of educational punishment for the sake
of exploiting the child’s vulnerability connect to, by way of which sen-
sitivity and openness to development are misused to be able, by way of
inevitably painful experiences, to work towards the desired behaviour
in the most effective ways (see e. g. Straube-Heinze, 2016).
Assumptions of progress by way of which the historical develop-
ment is interpreted against the background of the contemporaries
run the danger of dissolving the complexity of the historical process
according to the interpretation patterns of humanising educational
behaviour. Consequently, the historical development of educational
punishment should not, in theory and practice, be prematurely made
subject to constructing overarching contexts of meaning. For example,
any periodisation of the punishment discourse into comparably long
phases (see Richter, 2018; Hoff, 2023) runs the danger of dissolving
the ‘positivity’ of the discourse into the coherence of some overarching
meaning. But the discourse on educational punishment “has not only
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ameaning or a truth” (Foucault, 1969/1972, p. 127). Rather, the recon-
struction of the social negotiating of the moral status of the child’s
vulnerability as well as the subsequent punitive practice of subject
formation in the context of educational moratoria requires consider-
ing the statements within the context of the discourse on educational
punishmentin “their dispersion”, “in their simultaneity, which is not
unifiable, and in their succession, which is not deductible” (ibid.). Fur-
thermore, the research process must consider the ambivalence of edu-
cational behaviour, which finds expression by the strategy, practiced
over the centuries, of harmonising the child’s welfare with disciplin-
ing those growing up.
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This article analyses the phenomenon of
pedagogization in relation to the implemen-
tation of a new school subject. The afore-
mentioned subject is called “Wirtschaft /
Berufs- und Studienorientierung” within the

German federal state of Baden-Wirttemberg

and was instituted in 2016. Even before the

launch, a huge media dispute about the role of economic knowledge in schools en-
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of the school subject. The article presents these actors and their view on the matter as

aphenomenon of pedagogization, as the subject was continuously described as a rudi-
mental contribution to solve a multitude of societal problems.
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Einleitung

Seit dem Jahr 2000 findet eine deutschlandweite Intensivierung von
offentlichen und wissenschaftlichen Debatten iiber die Form einer
adiquaten 6konomischen Bildung im allgemeinbildenden Schulsystem
statt. Ausgeldst wurde dies von Memoranden wichtiger gesellschaft-
licher Akteur:innen, wie der Bundesvereinigung Deutscher Arbeitge-
berverbiande, des Deutschen Gewerkschaftsbunds oder des Deutschen
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Aktieninstituts (vgl. Engartner & Engartner, 2022). Alle drei verlang-
ten, damals noch uniform, eine Stirkung 6konomischer Bildung. Bald
darauf entflammte jedoch ein Streit um die optimale Verankerung
wirtschaftlicher Bildungsinhalte in der Schule, worauf sich zwei kon-
trire Akteurskonstellationen formierten'. Diese beiden Diskursge-
meinschaften versuchten auf mannigfaltige Art und Weise, den Entste-
hungsprozess” der erstmaligen Implementation eines eigenstindigen
Pflichtfachs Wirtschaft, namens ,Wirtschaft / Berufs- und Studien-
orientierung® (WBS) in Baden-Wiirttemberg’, zu beeinflussen. Hohe
offentliche Wirkmacht entfaltete die Auseinandersetzung dieser bei-
den Gruppen mit den Arbeits- und Anhorungsfassungen des Bildungs-
plans zu diesem Fach. Der Autor vertritt im Folgenden die These, dass
die Argumente fir die Notwendigkeit der Facheinfithrung und deren
kontroverse Auslegungen (vgl. Seeber et al., 20224, S. 11) als Phinome-
ne der Pidagogisierung analysiert werden kdnnen, um neue Einsich-
ten zur Entstehung von Schulfichern zu gewinnen.

Dafir skizziert der Artikel zu Beginn ein Begriffsverstindnis der
Padagogisierung (Kap. 1) und die methodische Vorgehensweise (Kap. 2).
In den inhaltlichen Kapiteln (vgl. Kap. 3—4) wird die Einfithrungsperi-
ode von WBS, der historischen Diskursanalyse folgend, auf der Grund-
lage von Aussagen diskurskonstituierender Akteur:innen rekonstruiert
und analysiert. Im Fazit wird eine Gegentberstellung der Narrative mit
dem Phinomen der Padagogisierung diskutiert.

1 Diese Gemeinschaften werden im weiteren Artikel entlang des Konzepts der Dis-
kursgemeinschaft analysiert. Akteur:innen der Diskursgemeinschaft Separation
fordern von politischen Akteur:innen mindestens die Stiarkung der 6konomischen
Bildung in bestehenden Fichern, idealerweise jedoch ein Separatfach Wirtschaft
(vgl. Retzmann & Seeber, 2022). Im Gegensatz dazu fordert die Diskursgemein-
schaft Integration ein Integrationsfach, das die sozialwissenschaftliche und/oder
soziodkonomische Bildung stirkt, ohne die politische Bildung zu schwichen (vgl.
Engartner & Engartner, 2022).

2 Mitdem Erscheinen der ersten Arbeitsfassung zum Bildungsplan zu WBS (2014)
entstand eine rege Auseinandersetzung tiber diesen und alle weiteren Versionen,
bis das Fach in der aktuellen Fassung 2016 in Kraft trat.

3 Erlass des Bildungsplans im Jahr 2016, Einfiihrung des Schulfachs 2017/18, im
Gymnasium ab dem Schuljahr 2018/19.
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1 Piadagogisierung im Kontext 6konomischer Bildung
Labaree (2008, S. 447) bezeichnet als Pidagogisierung jenen Prozess, in
dem die Losung sozialer Probleme an die Schulsysteme delegiert wird,
anstatt entsprechende Gesetze zu erlassen. Die pddagogischen Profes-
sionellen ibernehmen diesen Auftrag freiwillig und motiviert. Diese
Vorgehensweise hatin den vergangenen zwei Jahrhunderten eine enor-
me Ausweitung erfahren, da das Bildungssystem, nach Labaree (2008,
S. 448), pradisponiert sei, ,to embrace and embody the social reform
missions that have been imposed upon it“. Der Prozess der Padago-
gisierung entfaltet sich oft defizitir, da die Verantwortungsiubernah-
me der Schulen das System regelmafig tiber deren Handlungsrahmen
hinaus belastet (vgl. ebd.). Dieses Vorgehen geniefdt dennoch hohes
offentliches Vertrauen, da dies, nach Labaree, mit der liberalen Konsti-
tution der politischen Ordnung westlicher Gesellschaften vereinbar sei.
Ein solcher Pddagogisierungsprozess geschieht auch in Bezug auf
offentlich kontrovers diskutierte Themen wirtschaftlicher Natur. Oft-
mals wird fehlendes 6konomisches Wissen fiir eine Reihe gesellschaft-
licher Fehlentwicklungen verantwortlich gemacht. Die Stirkung schuli-
scher 6konomischer Bildung ist diesbeziiglich ein stetig rekurrierender
Losungsentwurf in 6ffentlichen Debatten. Bis heute wird die Effek-
tivitat schulischer 6konomischer Bildung bei der Schaffung finanzi-
eller und 6konomischer Alltagskompetenzen hitzig diskutiert (vgl.
Hedtke, 2022; Seeber et al., 2022b). Die Padagogisierung, als theore-
tisches Modell, wird als Ausgangspunkt der Analyse im empirischen
Teil genutzt, um Ambitionen der Bildungspolitik, Reaktionen univer-
sitdrer Fachvertreter:innen sowie Deutungen der Sozialpartner mit-
tels einer Diskursanalyse darzulegen.

2 Methode
In diesem Artikel* werden zwei Arten zeitgeschichtlicher Datenquellen
zur Analyse des Diskurses der Fachimplementationsphase (2014-2016)

4 Dieser Artikel stellt die tiberarbeitete Fassung des Vortrags ,,Diskursive Kdmpfe der
6konomischen Bildung um ein eigenes Schulfach” bei der Tagung ,,Pddagogisie-
rungin der Identititsbildung und Professionalisierung: die Rolle der Wissenschatft,



134 Historia scholastica 2/2024 10 Maximilian Husny

von WBS in Baden-Wirttemberg genutzt. Der Datenkorpus beinhal-
tet einerseits die vom Autor recherchierte Literatur sowie andererseits
episodische Interviews’. Als Methode wurde die Historische Diskurs-
analyse nach Landwehr (2018) gewihlt. Daher wird im inhaltlichen
Teil der Frage nachgegangen, ,wie im historischen Prozess bestimmte
Formen des Wissens und der Wirklichkeit ausgebildet wurden“ (ebd.,
S.19). Um ,historische Wirklichkeiten in ihrem sozialen Konstrukti-
onscharakter” (ebd., S. 98) aufzuarbeiten, gilt es nach Landwehr, Dis-
kurse in ihrer Kontextualisierung zu analysieren. Dabei geht es um den
situativen Kontext (Frage, wer zu welchem Zeitpunkt, an welchem Ort,
was tut), den medialen Kontext (Medienform des untersuchten Materi-
als), den institutionellen Kontext (Bedingungen der Materialentstehung)
und den historischen Kontext (politische, gesellschaftliche und 6kono-
mische Gesamtsituation) (vgl. ebd., S. 104 f.). Im Laufe der Kontextua-
lisierung erwies sich iiberdies das Konzept der ,Diskursgemeinschaft
als hilfreiches Ordnungsinstrument des Diskurses (Pogner, 1999). Dis-
kursgemeinschaften haben geteilte Ansichten tGiber diskussionswerte
gesellschaftliche Themen und Problematiken, besitzen einen metho-
dischen Fundus zu deren Untersuchung und greifen auf gemeinsa-
me Strategien zur Sedimentierung ihrer Ansichten bei gesellschaft-
lichen Phianomenen zurtick (vgl. Pogner, 1999, S. 146). Dafir streuen
die Gemeinschaften in verschiedenen Kontexten ,,Aussagen® (Keller,
2011, S. 68), die Keller als typisierten Gehalt von einer Vielzahl dhnli-
cher und in verschiedenen Kontexten verstreuten ,Auflerungen® (ebd.)
versteht. Die Summe der Aussagen bildet den spezifischen Beitrag der
Diskursgemeinschaften zum jeweiligen Diskurs (bzw. hier der Debatte).
Im gesichteten Material wurden die Diskursgemeinschaften und
ihre Auflerungen rekonstruiert, um entlang von ,Schliisselkategorien®

Wissensvermittlung, Bildung und Sozialfirsorge” dar, die vom 23. bis 24. 6. 2022
in Prag stattfand.

5 Hinzugezogen wurden insgesamt 30 Dokumente, darunter sechs Zeitungsarti-
kel (online), sechs fachdidaktische Artikel, zw6lf Lehrplanstellungnahmen so-
wie neun Interviews. Die Anonymisierung wurde mit den Interviewten individu-
ell abgeklrt.
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(Keller, 2011, S. 101) die Hauptaussagen der zwei Gemeinschaften zu
subsumieren, um letztlich Erkenntnisse iber WBS als zeitgeschicht-
liches Phinomen eines historischen Diskurses um ein Schulfach Wirt-
schaft zu generieren. Damit der Generalisierungsprozess methodisch
angeleitet ablaufen konnte, wurde ein Datenkorpus erstellt und mit-
tels des Kodierverfahrens der Grounded Theory aufgearbeitet. Ein wei-
terer Schritt des methodischen Verfahrens ist die Kontextualisierung
der Hauptaussagen der zwei Diskursgemeinschaften im Fallbeispiel
Baden-Wiirttemberg. Der Artikel leistet mit der Aufarbeitung der Dis-
kurse innerhalb der Einfihrungsphase von WBS einen Erkenntnisge-
winn Uber die Wirkkraft eines historisch potenten Diskurses beziig-
lich der Rolle der Wirtschaft im deutschen Schulsystem.

3 Die Einfithrung von WBS als piadagogische Reaktion

auf gesellschaftliche Herausforderungen

1999 wurde der 6konomischen Bildung in Baden-Wirttemberg noch
eine ,eher stiefmiitterliche Behandlung® (Weber, 2015, S. 3) attestiert.
Seitdem sei es zu einem ,evolutioniren Prozess nachhaltiger Expan-
sion“ (Interview Arbeitgeberverband UBW) dieses Bildungsinhalts
gekommen. Nachdem 2004 ein Pflichtfach Wirtschaft in der gym-
nasialen Oberstufe (ohne Kontroversen) etabliert wurde, verkiinde-
te die SPD 2014 den Wunsch nach der Einfiihrung desselben Fachs
in allen Schulformen der Sekundarstufe. Die federfiihrenden Fach-
initiatoren, die SDP-Minister Andreas Stoch (Kultus) und Nils Schmid
(Wirtschaft), kommunizierten ihre Beweggriinde bereits im Vorfeld in
den Medien und auf Tagungen (vgl. Otto [Die Zeit], 2014b). Besonders
erhellend ist diesbeztiglich ein gemeinsames Interview der beiden, ver-
offentlicht in ,Die Zeit“ (ebd.). Schmid stellte darin fest, dass Schiile-
rinnen und Schiiler (SuS) die gesellschaftliche Relevanz von Ausbil-
dungsberufen und Fachkriften nicht ausreichend bewusst sei, da ein
zunehmender ,Akademisierungswahn® (Schmid [Die Zeit], 2014b) im
Schulsystem das 6ffentliche Bild der dualen Ausbildung verzerre. WBS
wiirde den einseitigen Fokus des Gymnasiums auf ein Studium ausglei-
chen, indem das Fach die ,exzellenten Karrieremoglichkeiten® (ebd.)
von nicht akademischen Fachkriften aufzeige. Der Ansatz der beiden
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Minister sollte ein Uberdenken der ,fatalen Fehleinschitzung® errei-
chen (ebd.), dass ,,der Mensch erst etwas wert sei, wenn er das Abitur
hat“ (Stoch [Die Zeit], 2014b).

Bereits die Ankiindigung eines Separatfachs hatte eine rege 6ffent-
liche Debatte ausgeldst. Mehrmals wurden in Zeitungen massive Vor-
wiirfe lobbyistischer Einfliisse auf die beiden Minister erhoben. Beziig-
lich der Anschuldigungen rekapitulierte Stoch (vgl. Interview Stoch)
den Einfihrungsprozess als einen zwar polemisch gefithrten, aber
dennoch offenen Dialog, im Zuge dessen er sowohl Wiinsche von
Vertreter:innen der Arbeitnehmer als auch der Arbeitgeber ernst nahm.
Die Einfithrung von WBS hatte, nach Stoch, zu einer Reihe, teils hef-
tiger, Reaktionen gefiihrt. So hatte er in einem Radiointerview auf die
Frage, wer dieses Fach denn unterrichten solle, geantwortet, dass dies
selbstverstandlich von Lehrkréften gemacht werden miisse. Diese soll-
ten auch iiber den notwendigen Bezug zur betrieblichen Praxis verfi-
gen, z. B. durch Praktika. Daraufhin wurde ihm von einer Gymnasial-
lehrkraft vorgeworfen, er wolle die Lehrkrifte ,,auf die Felder schicken®
(ebd.). Die emotionale Reaktion dieser Lehrkraft kann als Manifestati-
on einer Abwehrhaltung gedeutet werden, die des Ofteren bereits als
problematisches Erbe neuhumanistischer Bildung gegentiber praxiso-
rientierten Lehrinhalten kritisiert wurde (vgl. Retzmann & Seeber, 2022,
S.1). Dies sei Teil einer gesellschaftlich weitverbreiteten marktskepti-
schen Haltung, die 6konomisches Wissen ,moralisiere“ und ,politisiere”
(Frohn, 2020). Solche Muster ,,bildungsbtrgerlicher Arroganz* (ebd.)
und ,kultusministeriellem Beharrungsvermdogen” (Retzmann & Seeber,
2022, S. 3) seien besonders problematisch durch ihre weite Verbreitung
bei politischen Entscheidungstriger:innen, was die Institutionalisie-
rung der 6konomischen Bildung bisher mafigeblich erschwert habe.
Auch Gymnasiallehrkrifte sollen diese Abwehrhaltung gegen 6kono-
mische Themen internalisiert und sich deshalb bisher nicht berufen
gefiihlt haben, entsprechende Inhalte zu vermitteln (vgl. Frohn, 2020),
wie es auch die Minister beméngelten (vgl. Otto 2014b). Der Haupt-
grund der Facheinfithrung war fiir die Initiator:innen demnach, gesell-
schaftlichen Problemlagen wie der systemischen Abwertung des Aus-
bildungsbereichs, gymnasial-historisch gefestigten Vorurteilen oder
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dem Schattendasein der 6konomischen Bildung zu begegnen. Im Tenor
der Padagogisierung wurde die Notwendigkeit von WBS als padagogi-
sche Antwort auf eine Vielzahl gesellschaftlicher Missstinde postuliert.
Auch die Bildungsplankommission, verantwortlich fir den Bil-
dungsplan von WBS, proklamierte das Fach als elementaren gesell-
schaftlichen Mehrwert, wie an der Praambel des Plans zu erkennen
ist: ,Wie kann eine effiziente und gleichzeitig gerechte Versorgung
trotz begrenzter Ressourcen (...) erreicht werden? Durch die Losung
dieser Frage kann — bei unterschiedlichen, bisweilen konfliktreichen
Interessenlagen — ein gutes Zusammenleben ermdglicht werden® (KM
BW, 2016, S. 3). Okonomische Bildung erhielt dadurch die ,aduflert
anspruchsvolle” (Interview Berater:in Bildungsplankommission) Auf-
gabe, die Grundlage des guten Zusammenlebens in der Gesellschaft
zu fordern. Das konne ,am zuverlissigsten in einem separaten Fach
Wirtschaft passieren” (ebd.), da es zur fundierten Kritik 6konomischer
Phinomene aus verschiedenen Blickwinkeln einer soliden disziplina-
ren® Basis bedarf (vgl. Loerwald & Schréder, 2011). Den Anhérungsfas-
sungen des Bildungsplans wurde mit einer ,Lawine an Stellungnah-
men“ (Interview Berater:in Bildungsplankommission) begegnet, die
sich mit den Stellungnahmen auseinandersetzten, jedoch auch, oft-
mals sehr polemisch, die Intention der Facheinfithrung per se unter-
schiedlich auslegten, wie im folgenden Kapitel ausdifferenziert wird.

4 Das Eingreifen der bundesweiten Diskursgemeinschaften

in den Entstehungsprozess von WBS

Der analytische Teil des Artikels beginnt mit der Rekonstruktion der
bundesweit aktiven Diskursgemeinschaften Separation und Integra-
tion. Die Hauptaussagen beider Gruppen werden durch Schlisselkate-
gorien gerahmt und darauthin im Fallbeispiel WBS in Baden-Wiirttem-
berg 2014-2016) eingebettet und dementsprechend kontextualisiert.
Nach der Prasentation des deskriptiven Rahmens von WBS (Kap. 3)

6  Optimal wire dafiir die wirtschaftsdidaktische Aufarbeitung wirtschaftswissen-
schaftlicher Theorien, wie dies exemplarisch bei Retzmann et al. (2010) vorzufin-
den sei (vgl. Birke, 2015).
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folgen nun in den Kapiteln 4.3 und 4.4 Auseinandersetzungen der Dis-
kursgemeinschaften in spezifischen Kontexten des WBS-Diskurses.

4.1 Diskursgemeinschaft Separation: Der ,,mutige“ Schritt

zum effizienten Pflichtfach Wirtschaft

Diein der Einleitung knapp skizzierte Diskursgemeinschaft Separation
wurde mittels der methodischen Auswertungsschritte unter Schlissel-
kategorien subsumiert, welche ihre wichtigsten Aussagen und Argu-
mentationen widerspiegeln. Ein Separatfach sei a) fiir die optimale
und schiilergerechte Vermittlung von Wirtschaftskompetenzen not-
wendig, dab) der Wissensmangel der deutschen Bevolkerung bei Wirt-
schaftsthemen durch eine defizitir verankerte 6konomische Bildung
ausgelost werde. Zudem konne ein Schulfach Wirtschaft ¢) erfolgreich
gesellschaftliche Missstinde bekdmpfen, gegen dessen Einfiihrung die
Separatfachkritiker:innen d) mit Falschbehauptungen und Verzerrung
ankdmpfen wiirden.

Kategorie a: Die Diskursgemeinschaft Separation praferiert fir die
Institutionalisierung 6konomischer Bildung in der Sekundarstufe ein
eigenes Fach, was von den Vertreter:innen in unterschiedlichen Kon-
texten bereits zahlreich verlangt wurde (vgl. Klein, 2015; Loerwald,
2008; Loerwald & Schrdder, 2011; Otto, 2014a; UBW, 2015). Eine Viel-
zahl von Studien habe die Notwendigkeit dieses Fachs sowie der Stér-
kung der 6konomischen Bildung bereits bewiesen (vgl. Loerwald, 2020).
Ein Separatfach konnte durch die Vermittlung einer spezifisch 6kono-
mischen Perspektive etwas ,,Originéres zur Entschirfung der sozialen
Probleme in der modernen Gesellschaft beitragen® (Loerwald, 2008,
S. 232). In Anbetracht der knappen Stundendeputate gesellschafts-
wissenschaftlicher Facher konne nur ein Separatfach als ,eigenstin-
diges (...) Schulfach (...) einen kategorial legitimierten, an Lebenssitu-
ationen exemplifizierten und doménenbezogenen Kompetenzerwerb
ermoglichen® (Loerwald & Schréder, 2011).

Kategorie b: Das Separatfach sei auferdem notwendig, da die
Schule bis heute 6konomische Bildung defizitir verankert habe. In
einer Vielzahl von Zeitungsartikeln, Studien und Memoranden hat-
ten Vertreter:innen der Diskursgemeinschaft Separation einen
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alarmierenden ,,6konomischen Analphabetismus“ deutscher SuS (Otto,
2014a) postuliert.

Kategorie c: Dieses Mangelwissen fiihre zu verheerenden Folgen fiir
die Gesellschaft wie u. a. ein vermehrtes Tappen in die Schuldenfalle,
laienhaftes Deuten wirtschaftlicher Zusammenhinge oder ein fehlen-
der, jedoch notwendiger Unternehmergeist in der deutschen Bevolke-
rung, denen durch ein Pflichtfach entgegen gewirkt werden konnte.

Kategorie d: Trotz der offensichtlichen Relevanz eines Schulfachs
Wirtschaft erkennen Vertreter:innen der Gemeinschaft Separation mit
der zunehmenden Verankerung 6konomischer Bildung in Deutschland
einen zeitgleichen Anstieg der kritischen Opposition. Die Gegner:innen,
meist Gewerkschaften und politik- oder sozialwissenschaftliche Didak-
tiker:innen, wiirden um ihre Einflussmacht an deutschen Schulen
furchten und betrieben daher eine ideologisch motivierte Kampagne,
um ,das Wirtschaftliche® als gesellschaftliches Feindbild zu konstruie-
ren (vgl. Retzmann & Seeber, 2022, S. 3).

Kontextualisiert man nun die oben beschriebenen Kategorien nach
dem Ansatz von Landwehr auf die Einfihrungsperiode hin, ergeben
sich Parallelen zwischen den bundesweiten Aussagen und denen zu
WBS. In Baden-Wiirttemberg habe etwa eine ,breite Allianz“ (UBW,
2015, S. 6) gesellschaftlicher Akteur:innen seit Langem ein Separatfach
gefordert, da dieses der Relevanz 6konomischer Bildung als ,unver-
zichtbarer Bestandteil der Allgemeinbildung® (ebd.) entsprechen wiir-
de. Akteur:innen, wie der Arbeitgeberverband Unternehmer Baden-
Wiirttemberg, empfanden das separate Fach ,,weitaus wirkungsvoller”
(ebd.) als das fachertibergreifende Unterrichtsprinzip; die Unterneh-
merstiftung Dieter von Holtzbrinck war erfreut tiber das Separatfach
Wirtschaft und wiederholte sowohl in Positionspapieren als auch in
Zeitungen’ Aussagen {iber die grofle Bedeutung 6konomischer Bildung

7  Medialer Kontext: Speziell in der Wochenzeitung ,,Die Zeit“ (Eigentiimer: jeweils
50 Prozent DvH Medien und Verlagsgruppe Georg von Holtzbrinck) wurden Nar-
rative der Diskursgemeinschaft Separation wie der Wissensmangel und die defi-
zitire 6konomische Bildung reproduziert (vgl. Otto, 2014a). In , Die Zeit“ erschien
jedoch auch der kritischste Artikel eines Integrationsakteurs zur Facheinfithrung
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(vgl. Kat. a). Fur Akteur:innen der Diskursgemeinschaft Separation
war auch in Baden-Wirttemberg der Ausgangspunkt fiir die Notwen-
digkeit eines Fachs die defizitire 6konomische Allgemeinbildung der
deutschen SuS (vgl. Otto, 2014a; Kat. b). Vertreter:innen begriifiten
den ,mutigen Schritt“ der Bildungspolitiker:innen (vgl. Seeber et al.,
2022a, S. 15), erstmalig ein Fach Wirtschaft in der Sekundarstufe ein-
zufithren, trotz der breit angelegten Gegenkampagne der Gewerkschaf-
ten (vgl. UBW, 2015, S. 6; Kat. d). Dadurch hitte sich auch die SPD der
,Unangemessenheit des Rangs“ (Otto, 2014a) 6konomischen Wissens
in der Gesellschaft angenommen und sich nicht mehr ,,der Kampfan-
sage an den 6konomischen Analphabetismus verweigert“ (ebd.). Mit
WABS sei sowohl fiir Diskursgemeinschaften als auch fiir die Fachiniti-
atoren ein grofSer Schritt in Richtung 6konomischer Mindigkeit und
der Bildung miindiger Wirtschaftsbiirger:innen getan worden (vgl.
Klein, 2015; Retzmann & Seeber, 2022; Seeber et al., 2022a; KM BW,
2016; Otto, 2014b; Kat. ¢).

Eine Forschungsgruppe, rund um den Wirtschaftsdidaktiker und
Separatfachbeftirworter Prof. Glinther Seeber, konnte das Fach wahrend
und nach der Einfihrung wissenschaftlich evaluieren und resiimierte
insgesamt positive Effekte (vgl. Seeber et al., 20224, S. 17) eines eigen-
stindigen Fachs Wirtschaft bei der Entwicklung 6konomischer Kom-
petenzen. Auch konne das fachdidaktische Konzept von Retzmann et al.
(2010), im Gegensatz zur oftmaligen Kritik der Einseitigkeit (vgl. Hedt-
ke et al., 2010), als Grundlage fiir ein multiperspektivisches und alter-
native Denkweisen zulassendes Schulfach Wirtschaft dienen (vgl. KM,
2016). Ferner hatte die Forschergruppe mit der Studie laut ihres Fazits
beweisen kénnen, dass sich der von Kritiker:innen stetig wiederholte
Vorwurf einer moglichen Indoktrination der SuS durch ein Separatfach
nicht bewahrheitet habe (vgl. Seeber et al., 2022a, S. 17; Kat. d). Den-
noch habe sich, laut Seeber et al. (2022b), der Modus Operandi absicht-
licher Falschaussagen von Vertreter:innen der Diskursgemeinschaft

(vgl. Lange, 2016). Hedtke und Moller (2011) sehen in der Wochenzeitung ,,Die
Zeit“, der ,WirtschaftsWoche“ oder dem ,,Handelsblatt“ (Haupteigentiimer: DvH
Medien) die medialen Verbreitungsorgane der Separationsgemeinschaft.
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Integration auch bei der Evaluation des Fachs gezeigt. In Baden-Wiirt-
temberg hitte sich dies wiederholt, als Seeber und sein Team sich einer

,im Grundtenor falschen, selektiven und verzerrten® Kritik des promi-
nenten Integrationsfachbefiirworters, Prof. Reinhold Hedtke, ausge-
setzt sahen (vgl. ebd.; Kat. d).

4.2 Diskursgemeinschaft Integration: Ein Verbundfach

als adaquater Rahmen der Erziehung zur Mindigkeit

Analog zu den Aussagen der Diskursgemeinschaft Separation werden
nun jene der Diskursgemeinschaft Integration mittels drei Schlussel-
kategorien prasentiert. Ein Separatfach fihre €) zur artifiziellen Her-
auslosung des Wirtschaftlichen aus ihren gesellschaftlichen Kontexten;
das geforderte Separatfach istf) Teil einer orchestrierten und undemo-
kratischen Lobbykampagne und g) nur ein sozio6konomisch konstitu-
iertes Integrationsfach entspreche den Anforderungen einer pluralen
Gesellschaft und den Kriterien schulischer politischer bzw. sozialwis-
senschaftlicher Bildung®.

Kategorie e: Die Gesellschaft sei, laut der Diskursgemeinschaft,
als durchzogen von verschiedenen Teilsystemen, Denkweisen und
Akteur:innen zu verstehen, die sich teilweise konflikthaft gegeniiber-
stehen. Diese Subsysteme (rechtlich, politisch, wirtschaftlich) haben
andere Herangehensweisen an gesellschaftliche Probleme und die Her-
auslosung des 6konomischen Denkansatzes wiirde die Verbindungen,
Abhingigkeiten und Konflikte der Systeme artifiziell separieren (und
dadurch dem Wirtschaftlichen eine Sonderposition zuweisen).

Kategorie f: Die Diskursgemeinschaft Integration steht einem Sepa-
ratfach Wirtschaft skeptisch gegentiber. Sie sieht in Bemthungen um
ein solches Fach ein lobbyistisch-politisches Projekt von Unterneh-
merverbinden. Hinter dem Verlangen nach mehr Wirtschaft an der

8 In der Debatte beziehen sich Vertreter:innen der Diskursgemeinschaft Integrati-
on oftmals auf die Prinzipien des Beutelsbacher Konsenses, der konsensuale ethi-
sche Richtlinien fir die schulische politische Bildung darstellt. Oftmals wird der
Diskursgemeinschaft Separation und ihren Konzepten eine adaquate Ausrichtung
am Beutelsbacher Konsens abgesprochen (vgl. PhV BW 2015).
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Schule stiinde ein ,Konglomerat aus wirtschaftsliberalen Verbianden,
Parteien und Personen” (Hedtke 2012, S. 74), die durch Lobbying und

»propagandistische” (ebd., S. 75) Umfragen zum 6konomischen Wis-
sensmangel eine neoklassische sowie neoliberale 6konomische Bil-
dung normalisieren wollen.

Kategorie g: Die Diskursgemeinschaft Integration préferiert die
bestehenden Integrationsfacher der Sozialwissenschaften (im Falle
Baden-Wiirttembergs Gemeinschaftskunde). Nur ein solches Fach pra-
sentiere gesellschaftliche Systeme, wie den Arbeitsmarkt, multifakto-
riell, wodurch Interessen von Arbeitnehmer:innen, Mechanismen der
Ungleichheit und kritisch-reflexive Konzepte 6konomischer Bildung
adiquat berticksichtigt werden kénnen.

Kontextualisiert man nun die Schlusselkategorien der Diskursge-
meinschaft Integration im Fallbeispiel WBS, kénnen ebenso deutliche
Parallelen zwischen bundesweiten Aussagen von Integrationsbefiir-
wortern im Zuge der Facheinfithrungsphase rekonstruiert werden. Der
Waunsch zur Einfithrung von WBS wurde von mehreren Akteur:innen als
Teil einer Okonomisierung der Bildung verstanden, die das schulische
Lernen von der Moglichkeit zur Selbstentfaltung hin zur wirtschaftli-
chen Zweckmifligkeit transformiere (vgl. PhV BW, 2015; GEW BW et
al., 2015; Kat. f). Beispielhaft sah die Gewerkschaft Erziehung und Wis-
senschaft im Bildungsplan (Arbeits- und Anhoérungsfassung) zu WBS
im Inhaltsfeld der Entrepreneurship Education eine ,Idealisierung der
personlich haftenden Unternehmerpersénlichkeit (GEW BW, 2015,
S. 36), wodurch eine einseitige Sichtweise auf Strukturen des Arbeits-
markts Eingang finde. Die Gewerkschaften duflerten mehrfach die
Befiirchtung, dass das Fach somit Gefahr laufe, ,,Schiler nur als ,funk-
tionierende‘ und unkritische kiinftige Arbeitnehmer zu formen“ (Stutt-
garter Zeitung, 2015; Kat. f). Die Entwiirfe des Bildungsplans hétten an
vielen Stellen die Pramissen der politischen Bildung unterlaufen, wie
wissenschaftliche Kontroversitit oder Miindigkeit (vgl. Phv BW, 2015;
Kat. g). Auch der Facheinfithrungsprozess selbst sei durch ein intrans-
parentes und undemokratisches Vorgehen seitens der bildungspoliti-
schen Akteur:innen konstituiert gewesen (vgl. GEW BW et al., 2015;
Kat. f), was bereits deutschlandweit ein konstitutives Merkmal der
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privatwirtschaftlich finanzierten Kampagne fiir 6konomische Bildung
gewesen sei (vgl. Hedtke, 2012). Der Philologenverband Baden-Wrt-
temberg erkannte im Vorhaben von WBS eine von wirtschaftlichen Inte-
ressengruppen vorangetriebene Okonomisierung der Bildung, welche
in der rot-griinen Landesregierung ein dafiir untypisches Vollzugsorgan
gefunden hitte (vgl. PhV BW, 2015). Ein bezeichnendes Dokument der
Diskursgemeinschaft Integration ist ein Positionspapier einer Koaliti-
on aus des Philologenverbands, der Gewerkschaften sowie Verbianden
der politischen und geografischen Bildung. In diesem wurde die Anho-
rungsfassung des Bildungsplans als ein fachdidaktischer Entwurf mit
monodisziplinir verkiirztem Bezug zu neoklassischen und -liberalen
Ansiatzen der Wirtschaftswissenschaften dargestellt (vgl. GEW BW et al.,
2015; Kat. e). Diese inhaltliche Verengung verlaufe kontrir zu einem
multidisziplindren und -paradigmatischem Bildungskonzept, wie es
fur sozialwissenschaftliche Facher typisch sei. Weiterhin wurde durch
das Vorhaben WBS eine Schwichung des Fachs Gemeinschaftskunde
sowie der gesellschaftlichen Bildung als Ganzes erkannt. Diese Facher-
einfithrung geschah, seitens der Koalition, ohne ergebnisoffene und
transparente Diskussion, obwohl die Landesregierung stark auf eine
Beteiligung betroffener Akteur:innen setzen wollte. Privilegiert wor-
den sei lediglich die Unternehmerstiftung Dieter von Holtzbrinck, die
einseitig interessengeleitet operiert haben solle, weshalb diese Zusam-
menarbeit aufs Scharfste kritisiert wurde (vgl. ebd.; Kat. ).

Die Anspriiche der Fachinitiatoren (Minister und Bildungsplan-
kommission), wie die Starkung der Berufsorientierung und die pra-
xisnahe Vermittlung wirtschaftlicher Kompetenzen, konnten letztlich
nur in einem Integrationsfach realisiert werden (vgl. GEW BW, 2015,
S.36; Kat. g). Auch der Philologenverband war gegen die Entkopplung
des Themas Wirtschaft aus dem Fach Gemeinschaftskunde, weil wirt-
schaftliche Fragen nicht artifiziell ohne Einbettung in ihre ,ethischen,
sozialen und politischen Kontexte unterrichtet werden“ kénnten (Phv
BW, 2015; Kat. e). Eine Einfithrung von WBS hitte letztlich eine para-
digmatische Verschiebung im Bildungsverstandnis bedingt: ,Bildung
hat nicht die Ausbildung zum ,Wirtschaftsbiirger, sondern die Erzie-
hung zum ,miindigen Biirger‘ als Ziel“ (Santelmann, 2018, S. 7). Die
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Sorge und die Kritik, welche die Diskursgemeinschaft Integration hiu-
fig mit der Entstehung von Pflichtfachern der Wirtschaft in Deutsch-
land geauflert hat, wurde fir sie sowohl durch den Bildungsplanent-
wurf als auch durch den Prozess der Einfithrung von WBS bestitigt.

4.3 Auseinandersetzungen der Diskursgemeinschaften

um fachdidaktische Konfliktlinien

Die im bundesweiten Diskurs oftmals rezipierten universitiren

Fachdidaktiker:innen (Reinhold Hedtke, Thomas Retzmann, Giinther
Seeber, Birgit Weber) aus den drei Feldern der sozialwissenschaftli-
chen Bildung (Soziologie, Politik, Wirtschaft) hatten sich an der Ent-
stehung vom Fach WBS rege beteiligt. Exemplarisch fir eine solche

Partizipation kann ein Gutachten, in Auftrag gegeben vom Deutschen

Gewerkschaftsbund, iiber die Bildungsplanentwiirfe, verfasst von Prof.
Birgit Weber, gelesen werden. Es entstand im Kontext eines gewerk-
schaftlichen Auftrags, beinhaltete paradigmatische Argumentations-
muster der Diskursgemeinschaft Integration und fithrte zu zwei Stel-
lungnahmen von Vertreter:innen der Diskursgemeinschaft Separation

(vgl. Birke, 2015; Klein, 2015). Webers Gutachten setzte sich differen-
ziert mit den Vor- und Nachteilen von Wirtschaft als eigenstindigem

Fach auseinander. Analog zu den bundesweit mehrmals postulier-
ten Vorbehalten gegeniiber einem Separatfach erkannte auch Weber
im Bildungsplan zu WBS eine einseitige Orientierung an neoklassi-
schen Modellen, wie dem Effizienzkriterium und die dadurch ,junné-
tige“ und ,letztlich vermeidbare“ (Weber, 2015, S. 4) Herauslésung der
6konomischen Perspektive aus gesellschaftswissenschaftlichen Doma-
nen (vgl. Kat. €). Thre Skepsis wiirde durch die Wahl des fachdidakti-
schen Konzepts der Separatfachbefiirworter Prof. Thomas Retzmann

et al. (2010) der Bildungsplankommission von WBS noch potenziert

werden, da dieses kontroverse Ansitze der Okonomik ausblende und

Effizienz als Urteilskriterium einseitig favorisiere (vgl. Weber, 2015,
S.5). Durch ,Parteiergreifung fiir innerdisziplinir umstrittene Para-
digmen®“ (Hedtke, 2015, S. 1) entsprache das Konzept nicht dem sozi-
alwissenschaftlichen Status quo und stelle ein Schliisseldokument der
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Lobbykampagne der Diskursgemeinschaft Separation dar (vgl. Hedt-
ke & Moller, 2011, S. 14, Kat. f).

Das Institut der deutschen Wirtschaft Kéln, bereits 6fter den
Separatfachbefirworter:innen zugeordnet, reagierte mit einer Stel-
lungnahme auf das Weber-Gutachten (vgl. Klein, 2015). Darin kriti-
sierte Klein, als Vertreter des Instituts das ,Verhalten“ (ebd., S. 3) der
Gewerkschaften in Debatten um 6konomische Bildung als stetige Dis-
kreditierung wirtschaftsdidaktischer Entwicklungen und die Reproduk-
tion des Narrativs der Wirtschaft(swissenschaften) als gesellschaftli-
ches ,Feindbild“ (ebd., S. 4), wozu auch das Weber-Gutachten beitriige.
Anstatt einer angekiindigten ,kritisch-konstruktiven Analyse“ (Weber,
2015, S. 5; zit. nach Klein, 2015, S. 5) deutete Klein Webers Ausfithrun-
gen als ,subjektive Interpretation“ (ebd.). Klein subsumierte, neben
zahlreichen Fehlinterpretationen und dem Aufgreifen unreflektier-
ter gewerkschaftlicher Aussagen, das Weber-Gutachten als eine von
zahlreichen ,sozialwissenschaftlichen Streitschriften® (ebd.), in wel-
chen ein Separatfach Wirtschaft stets kategorisch abgelehnt werden
wiirde (Kat. d).

Weniger zugespitzt evaluierte die Professorin fiir Wirtschaftsdidak-
tik Franziska Birke, als Mitglied des wissenschaftlichen Beirats der Bil-
dungsplankommission von WBS, das Gutachten von Weber (vgl. Birke,
2015). Der oftmals vorgebrachten Kritik der Diskursgemeinschaft Inte-
gration, ein Separatfach Wirtschaft konne keine multiperspektivische
Bildung vermitteln, entgegnete Birke (S. 4), dass der WBS-Bildungs-
plan durch die stetige Perspektivenerweiterung des Okonomischen
diesem Anspruch durchaus gerecht werden wiirde. Birke resiimierte,
dass die Bildungsplankommission bereits viele Kritikpunkte Webers
explizit adressiert hatte. Wire Weber in ihrem Gutachten exakter vor-
gegangen und hiatte Textstellen aus dem Bildungsplan korrekt para-
phrasiert, hitten sich ihre Befiirchtungen letztlich als haltlos heraus-
gestellt (vgl. Birke, 2015).

Vertreter:innen der Diskursgemeinschaft Separation formulierten
derartige Vorwtrfe im bundesweiten Diskurs bereits hiufiger. Kam-
mertdns (2011) interpretierte Publikationen der Diskursgemeinschaft
Integration als ,Abwehr von Neuerungen®, da das Schulfach Wirtschaft
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einen Bedeutungsverlust der Sozialwissenschaften und ihrer Didaktik
herbeifiihren kénnte (ebd., S. 127). Wie Kammertons (2011) kritisierte
auch Seeber (2014, S. 23) das Vorgehen im Publikationsverhalten der
Integrationsbefirworter:innen. Personen wie Prof. Reinhold Hedtke
operierten ,mit bewussten Verkiirzungen der von ihnen kritisierten
Texte“ (ebd.), intentionalen Falschauslegungen oder dem Postulieren
eines Generalverdachts gegentiber der Okonomiedidaktik, um dadurch
letztlich eine Aufwertung der eigenen sozialwissenschaftlichen Kon-
zepte zu erreichen (vgl. ebd., S. 23 ff., Kat. d). Diese Strategie sei auch
in den Stellungnahmen der Integrationsakteur:innen zu WBS zu fin-
den, wodurch diese die wissenschaftlich stringente und transparente
Arbeit des Kultusministeriums und der Bildungsplankommission ent-
wertet hitten (vgl. Klein, 2015, S. 6).

Die Publikationen der Fachdidaktiker:innen dienen beispielhaft
zur Darstellung der (fach-)politischen Auseinandersetzungen in der
Debatte um ein Schulfach Wirtschaft. Dieser Disput wurde des Ofteren
Austragungsort des diskursiven Ringens tiber die Hegemonie des (wis-
senschaftlichen) Auslegens von gesellschaftlichen Phanomenen und
Entwicklungen. Bereits seit dem Jahr 2000 strichen die Akteur:innen
die gesellschaftliche Relevanz der Debatte heraus. Nicht nur die PISA-
Studie stelle den ,,Brennpunkt der 6ffentlichen Debatte um die Zukunft
unserer Schulen® (Hartwich, 2002, S. 5) dar, sondern auch die Streit-
frage, wie viel mehr Wirtschaft es an Schulen brauche. Nicht grundlos
sprechen mehrere Akteur:innen der Debatte von einem Kampf um die
Kopfe der SuS. Damit avanciert der Disput um ein Separatfach Wirt-
schaft zu einer elementaren Grundsatzdiskussion um die Zukunft poli-
tisch favorisierter Bildungsinhalte.

4.4 Auseinandersetzungen der Diskursgemeinschaften um eine
adidquate Vermittlung von Phinomenen des Arbeitsmarkts

Nicht nur durch das Gutachten von Birgit Weber waren Sozialpartner
in die Facheinfithrungsdebatte von WBS involviert. Bei der Durchfiih-
rung der Diskursanalyse stach ferner die Auseinandersetzung der Sozi-
alpartner iber die Natur moderner Arbeitsverhaltnisse heraus, als Bei-
spiel einer Padagogisierung gesellschaftlicher Probleme. Der Deutsche
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Gewerkschaftsbund verlangt eine explizite Integration des Phanomens
der ,Prekarisierung der Arbeitswelt“ in den Bildungsplan, wahrend der
Arbeitgeberverband Unternehmer Baden-Wirttemberg sich die Defini-
tion der ,flexiblen Beschaftigungsformen“ (UBW, 2015, S. 7) wiinschte.
Die Anhorungsfassung des Plans lobte er als vorbildlich politisch neu-
tral, erkannte jedoch in der Formulierung , prekire Arbeitsverhéltnisse®
(ebd.) eine gewerkschaftsideologische Farbung (vgl. Kat. d). Im Gegen-
zug dazu schlug er eine ,neutrale“ (ebd.) Formulierung vor. Im Unter-
richt sollten ,,die Bedeutung von Arbeit, sowie die Folgen von flexib-
len Beschaftigungsformen (Teilzeit, Zeitarbeit, Werkvertrige etc.) und
Arbeitslosigkeit beschrieben“ werden (ebd.). Die Gewerkschaften hin-
gegen verlangten eine kritische Reflexion der in Teilzeitverhaltnis-
sen wirkenden Mechanismen der Ungerechtigkeit und nannten den
Begriff ,prekire Arbeitsverhiltnisse® als adaquate Beschreibung sol-
cher Beschiftigungsformen (vgl. DGB BW, 2015, Kat. g).°

Fir eine universitire Vertreter:in der Wirtschaftsdidaktik hétten
fachdidaktische Strukturfragen von derartigen sozialpolitischen Fra-
gen getrennt werden sollen. ,Euphemismen wie flexibel und prekér
(Interview Vertreter:in Wirtschaftsdidaktik) hitten von Anfang an
nicht in den Bildungsplan integriert werden sollen. Die interviewte
Person wies darauf hin, dass es eine Grundfunktion von kompetenz-
orientierten Lehrplédnen sei, inhaltliche Ambivalenzen zu verhindern.
Politische Farbungen im Bildungsplan wiirden das Ergebnis von Deu-
tungsprozessen gewissermafien schon festlegen. Dieses Beispiel weist
auf die Schwierigkeit der Exklusion von ideologischen Diskursen hin,
speziell in einem so umstrittenen Bereich wie dem der sozialwissen-
schaftlichen Bildung.

Fazit
Nach der Analyse des vorliegenden Materials kann die Anhérungs-
phase als Kulminationspunkt mehrerer historischer Diskursstringe

9 Inder finalen Version des Bildungsplans 2016 ist im Unterpunkt ,Arbeitnehmer®
die Teilkompetenz prekire Arbeitsverhiltnisse zu finden (KM BW, 2016, S. 17).
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verstanden werden. Mehrmals kamen ,neuhumanistische Vorurtei-
le‘ gegen eine Zweckbildung auf, welche die Menschen den 6kono-
mischen Notwendigkeiten unterwerfe und Lehrkréfte entsprechend
als ,Handlanger der Wirtschaft instrumentalisiere. Auch aktualisier-
te sich der Prozess der Padagogisierung, speziell hinsichtlich 6kono-
misch-gesellschaftlicher Problematiken, immer wieder in Argumenten
zur Facheinfiihrung. Die federfithrenden Akteure der Facheinfithrung
(SDP-Minister) bewarben bereits im Vorfeld WBS als effektives Mittel
gegen die von ihnen erkannten gesellschaftlichen Missstinde wie dem
,Akademisierungswahn‘ oder dem schlechten Ruf von Ausbildungsbe-
rufen. Auch die Mitglieder der Bildungsplankommission beschrieben
das Fach als essenziellen schulischen Beitrag zum ,effektiven“ und
»guten Zusammenleben® in der Gesellschaft (KM BW, 2016, S. 1). Ent-
sprechend der Padagogisierung kann sowohl die Einfihrungsphase als
auch das Fach selbst, mit Labaree (vgl. 2008), als Ubersetzung sozialer
Problemlagen in padagogische Dispositive (neue Lehrplane, Studien-
gange, Schulbiicher) verstanden werden. Die tatsachliche Erfolgsquote
des Fachs, was die Losung der Probleme betrifft, ist bis heute umstrit-
ten. Die Autorengruppe um Seeber et al. (2022a;2022b) evaluierte das
Fach als erfolgreiches Modell zur Férderung von Wirtschaftskompe-
tenzen. Fur Hedtke (2022, S. 64) hingegen blieb das Fach, in Bezug auf
den organisatorischen Mehraufwand der Einfithrung, ,,weitgehend wir-
kungslos®. Der nach dem Erscheinen der Seeber-Studie entstandene
Diskurs um die fragliche Effektivitit von WBS in Bezug auf dessen Vor-
haben, gesellschaftliche Probleme zu 16sen, ist ein Beispiel fiir Labarees
Befund der zweifelhaften Effektivitit von Pidagogisierungsprozessen.
Stellt man sich mit Landwehr abschlieffend die Frage, wie von
Gesellschaften der Vergangenheit die Welt in Worte gefasst und damit
iberhaupt erst zu einer relevanten Wirklichkeit gemacht wurde (vgl.
Landwehr, 2018, S. 123), ist der Fall WBS ein eindrucksvolles Beispiel
dafir, wie politisch méchtige Akteur:innen gesellschaftliche Missstin-
de deuten und konstruieren, wie universitare Fachvertreter:innen die-
se politischen Vorhaben entlang didaktischer Anspriiche auslegen und
wie Verbande die politischen Intentionen kritisieren oder unterstiitzen.
Schlussendlich goss die Bildungsplankommission die in verschiedenen
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Kontexten entstandenen Aussagen und Deutungen in das Dokument
eines finalen Bildungsplans, wodurch ein hochdifferenzierter Diskurs
in einem Dispositiv festgehalten wurde, an dem man, trotz deskripti-
ver Kompetenzorientierung, normative Deutungen tiber die Rolle der
Wirtschaft im deutschen Schulsystem ablesen kann.
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historical research methods, the study com-
bines media research and the cultural-political elements of the children’s movement
within the socialist state. It investigates contemporary attitudes towards some of the

values associated with childhood and the image of the ideal pioneer (e.g. children’s

public service activities, engagement, physical fitness, and relationship with author-
ity), linking them to efforts to reform the pioneer movement in the second half of the

1960s.
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Six decades ago, a specific programme was a staple of Czechoslovak
Television’s New Year’s programme — a live broadcast of the Pioneer
Revue from the Spanish Hall at Prague Castle, airing right after the Pres-
ident’s New Year’s speech. In the second half of the 1960s, this two-
hour cultural show featured children’s groups, hundreds of pioneers
and top communist officials, highlighting the importance the Commu-
nist Party of Czechoslovakia (KSC) placed on the Pioneer Organization
of the Czechoslovak Youth Union (PO CSM), and not only that. At that
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time, as membership in the pioneer organization reached historic highs
with nearly every schoolchild being a pioneer or a spark, affiliation to
the PO CSM lost its exclusivity, and being a pioneer became synony-
mous with “socialist childhood”." This fundamental shift towards a dual
understanding of childhood inconspicuously elevated the New Year’s
programme of “pioneers for pioneers”, which was purposefully broad-
cast on television from 1965, into a highly political event.

The main programme at Prague Castle during that era included
a pioneer revue called “What We Can Do” (Co my dokdZem). This show
served as a dramaturgical synthesis of the media portrayal of socialist
childhood, incorporating all established symbols and reflecting some
of the current priorities of the pioneer movement. The programme’s
exclusive airtime invites exploration into the circumstances surround-
ing the creation of the pioneer revue. The present study aims not only
to reconstruct the revue’s form but also to provide insight into why this
specific dramaturgical form was adopted by comparing the few surviv-
ing scripts from the New Year’s celebrations at Prague Castle. By under-
standing the creators’ intentions, we can situate this forgotten pioneer
cultural programme within a broader context of the mediatization and
political instrumentalization of childhood. Additionally, we can place
itin the context of celebrations and propaganda templates in general.
These practices have historically served to legitimize the power of vari-
ous totalitarian regimes, which have become highly skilled at utilizing
mass media for this purpose (cf. e.g. Taylor, 1998, Reichel, 1991, on the
instrumentalization of May Day celebrations, see Somogyvdri, 2022).

The relationship between children and the media is a significant
aspect of historical research on the young generation, although it has
not been extensively studied in the context of television. In the Soviet
bloc countries, initial discussions in the early 1950s emphasised that

1 Onthedevelopment of the pioneer movementin Czechoslovakia, including a sum-
mary of research to date, see Knapik et al., 2022. The more general topic of child-
hood in socialist Czechoslovakia has been addressed by the same research team
in Knapik & Franc et al., 2018. On the concept of socialist childhood in a broader
context, see e.g. Andresen, 2006, Bithler-Niederberger, 2020.
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television, as a new and attractive medium, should not distract chil-
dren from their school duties. However, the desire to educate children
through television quickly took precedence, establishing the founda-
tions of programmes designed exclusively for children (Kelly, 2007,
pp- 482—483). In the Czechoslovak Television, broadcasting for school
and preschool children was set in the first half of the 1960s. The pro-
grammes tried to balance leisure, aesthetic appeal and educational
purposes, often incorporating propaganda content. The need for attrac-
tive programmes resulted in a variety of children’s shows and cabarets,
sometimes in collaboration with East German or Polish productions. By
1966, viewers could compare them with the French variety show broad-
cast as part of Eurovision (Jirdk & Képplovd, pp. 121-131; for a more
detailed discussion of the subject, see M. Stoll in Knapik & Franc et al.,
2018, pp. 199-228). Throughout the 1960s, there was a particular focus
on “engage” pioneer themes and the pioneer viewer, highlighted by
the magazine “Vlastovka”, which was broadcast from 1958 (on pioneer
broadcasting, see M. Stoll in Knapik et al., 2022, pp. 363-405). In con-
trast, as historian Paula S. Fass’s methodological encyclopaedia points
out, the Western world in the 1950s debated whether children could
become actors in television programmes (Fass, 2004, pp. 814-815).
In the Soviet bloc countries, this issue was essentially irrelevant.
Children were not only subjected to the propaganda interests of
communist or generally undemocratic regimes. The first half of the
20th century demonstrated that modern propaganda viewed children
as crucial tools for influencing society, such as to support the war effort
during both world conflicts (Collins, 2023). The propagation of an ideal
image of the child and childhood, often based on cultural stereotypes
of a particular country, became a permanent feature of media cover-
age. The proliferation of television in the 1950s and 1960s only rein-
forced this trend. In the Soviet bloc countries, the image of childhood
can be viewed as part of efforts to formulate a new socialist individual
(cf. Neasovd, 2018). This image changed over time, though. Historians
have noted that during the first two decades of the Cold War, the por-
trayal of children in the West and the East exhibited more similarities
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than differences (Peacock, 2014, p. 119). Consequently, similar values
were often associated with the image of childhood in both contexts.

New Year’s Meeting of Pioneers at Prague Castle

The tradition of New Year’s meetings of pioneers at Prague Castle
became closely associated with Antonin Novotny when he assumed
the presidency of the Czechoslovak Republic in November 1957. This
tradition also signified a new approach of the Czechoslovak Commu-
nist leadership towards children at the end of the 1950s. In the late
1940s and early 1950s, children’s engagement was prominently fea-
tured as part of building the pioneer movement. However, communist
leaders at the time used the pioneers primarily as a backdrop for party
congresses and various other official events. This approach lacked a per-
sonal dimension and was limited to reminding children of the duties
that the regime expected them to perform. Personal contact with chil-
dren was first established by President Antonin Zépotocky (1953-1957),
but significant systemic change occurred only under his successor,
Novotny. While party officials continued to use pioneers as mere back-
drops atimportant public events, Novotny reversed the roles: high-rank-
ing party and state officials started to attend new mass events to engage
with the pioneers. This shift demonstrated interest in the children’s
world, granting them a certain sense of distinctiveness. By the late
1950s, these children represented a truly “socialist generation” —they
had never experienced any other system than the one established in
Czechoslovakia after the communist regime assumed power in Febru-
ary 1948. Additionally, the regime aimed to positively influence soci-
ety as a whole, with a special focus on parents (Knapik & Franc et al.,
2018, pp. 80-83).

On 1st January, starting in 1958, pioneers from all over the coun-
try gathered in the representative premises of Prague Castle. Much like
the “meetings of the pioneers with the representatives of the party and
the government” held at the end of the school year, this event brought
together the best pioneers, pupils of the 6th to 8th grades of primary
schools, from all regions of the country. Initially, about a thousand
pioneers attended each year, though this number was later reduced to
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between six and eight hundred. Selection criteria included good school
grades (not necessarily excellent) and exemplary pioneering engage-
ment, particularly community service. The press occasionally wrote
about some of the selected children in this context.” Over the course of
eleven years, nine thousand children participated in the event. Prepara-
tions for the New Year’s festivities at Prague Castle always started in
the autumn and were coordinated by all branches of the Czechoslovak
Youth Union (CSM) in cooperation with the Office of the President
of the Republic and the Central Committee of the Communist Party
of Czechoslovakia. The festive afternoon, attended by top party and
state officials, followed a fixed programme. The main highlight was
always a varied entertainment programme in the Spanish Hall, provided
by the cultural groups of the pioneers. Additional activities were offered
in other halls of Prague Castle, where children engaged in discussions
with interesting guests and met their favourite actors or singers (the
fixed structure of the pioneer afternoon was comparable to the stereo-
typical choreography of May Day celebrations; Somogyvaér, 2022). Such
an event did not have a tradition in Czechoslovakia, nor could it find
inspiration in other Soviet bloc countries. For example, the Moscow
Kremlin hosted an annual lavish social evening with politicians, dip-
lomats and long-standing workers, while Soviet television aired a New
Year’s Eve extravaganza featuring the country’s leading artists.’ Soviet
children were entertained at the New Year’s Yolka (Kelly, 2007, p. 552).
Although the format of the Czechoslovak “New Year’s meetings”
of pioneers with leading figures of the Communist Party and state
was largely innovative, it developed a new presentation of the image
of childhood common to other Soviet bloc countries against the back-
drop of changes in the post-Stalin Soviet Union. Similarly to the first
half of the 1950s, children were primarily depicted in the media as

2 E.g. thereport about the best boy of the pioneer group in Sulkov, Pilsen region. —
(hk): vagek pojede na Hrad... Pravda. Vol. 43, 29 December 1962, No. 308, p. 2; Pi-
onyfijedou na Hrad. Rovnost. Vol. 81, 31 December 1966, No. 314, p. 1.

3  -ZH-: Novoro¢ni svétek v Kremlu. Rudé prdvo. Vol. 44, 2 January 1964, No. 2, p. 3;
Czechoslovak Radio and Television. Vol. 31,1964, No. 45, p. 1.
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symbols of peace and the peace efforts of the progressive countries.
However, they were no longer portrayed as passive victims of poten-
tial aggression from behind the Iron Curtain. Rather, they were presen-
ted as active co-creators of a “new world”. The previous image of chil-
dren gratefully looking up to Stalin or other leaders was replaced by the
depiction of a children’s collective, with the party leader being present
but not central. This shift emphasized the ideal of children’s independ-
ence and active participation, moving away from mindless imitation
of adult activities. This new perspective was explicitly articulated by
N. S. Khrushchev in his 1962 speech (Peacock, 2014, pp. 94-98).

The dramaturgy of the New Year’s pioneer event was based not
only on the aforementioned concept of childhood but also on the
presentation of adults, particularly political leaders. The event was
attended by Antonin Novotny, the President of the Republic who
was also the First Secretary of the Central Committee of the Com-
munist Party of the Czechoslovak Republic, along with members and
candidates of the Presidium of the Central Committee of the Com-
munist Party of the Czechoslovak Republic, secretaries of the Central
Committee of the Czechoslovak Communist Party, heads of the First
and Second Departments of the Central Committee of the Commu-
nist Party of the Czechoslovak Republic, the Minister of Education,
the President and Deputy President of the National Assembly, chair-
men of the National Front parties, the Chairman of the Central Coun-
cil of Trade Unions, the heads of the Czechoslovak Union of Physical
Education, the Union for Cooperation with the Army, the CSM and the
secretaries of the Central Committee of the CSM.” These dignitaries
all arrived at Prague Castle before 2 p.m., having likely adapted their
private New Year’s Eve celebrations to accommodate this event. At pre-
cisely 2 p.m., the President and his wife, accompanied by the pioneers,
entered the Spanish Hall to the sound of festive music. The harmony
between the official representatives and the pioneers was underscored

4 E.g. The Central Committee of the Czechoslovak Youth Union Fund (UV CSM),
card 1444. National Archives (NA); Sign. Z 1d 3. Archives of the Office of the Pres-
ident of the Republic (hereinafter A KPR).
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by subtle reminders of significant political anniversaries of the coming
year incorporated into the main programme; for example, in 1964, it
was the 15th anniversary of the Pioneer Organization, followed by the
20th anniversary of Liberation and the 3rd National Spartakiad (1965),
and the 13th Congress of the Communist Party (1966). State representa-
tives engaged in informal discussions with children in various halls
of Prague Castle. The event concluded at around 6 p.m. with a pio-
neer party that featured dancing and the pioneers thanking the Pres-
ident for the invitation. The pioneers were consistently referred to
as “the President’s guests”, and press photos frequently showed the
President surrounded by pioneers, who were often officials of the pio-
neer group. Until 1965, when the event began to be televised, the press
always reported that the children would eagerly share their impres-
sions of Prague Castle and their meeting with the President with other
children upon returning home. The narrative that Prague Castle also
belonged to children was further reinforced by the establishment of the
House of Czechoslovak Children in the burgrave’s house at the castle
(1963) (see Rollovd, 2019, pp. 202-226). Simultaneously, similar New
Year’s meetings of pioneers were organized in Bratislava. The format
was replicated also in Brno, where in 1966, a New Year’s meeting was
held with the best pioneers from local schools and the artistic director
of the Moscow House of Culture.’

The presence of the pioneers at Prague Castle at New Year’s time
conveyed a clear message to the public. It not only demonstrated the
interest of the highest political leadership in the children’s generation
but also provided an opportunity to highlight important attributes
of socialist childhood. In the early years, this was achieved through
political propaganda (including the final shout-out to the Commu-
nist Party), contrasting childhood experiences during the “bourgeois
republic” with the bright prospects of contemporary children. In 1958
and 1961, the theatre club sketches inspired by the activities of the

5  Nové formy vyuky ruského jazyka. Rovnost. Vol. 80, 19 October 1965, No. 250, p. 4.
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pre-war Red Pioneers illustrated this contrast.® “Joyful childhood” was
naturally associated with the pioneer movement and its symbols (red
scarves, the opening pioneer fanfare). The pioneers showcased their
public service achievements in the programme, including reports about
the collection of scrap metal and the number of trees planted. In 1960,
amodel of a blast furnace was featured in the programme to commem-
orate the so-called pioneer smelting. In 1962, President Novotny closed
the meeting by reiterating the vision that today’s children would live
in a communist society.” By the mid-1960s, the straightforward polit-
ical agitation had noticeably receded, but the theme of children’s acti-
ve participation in a happy future remained prominent. This future
was often associated with space explorations, symbolized by star-
ships, satellites, cosmonauts and journeys to distant stars. In 1959,
Grandfather Frost came to the pioneers on an “interplanetary plane”.®
Emphasizing children’s physical fitness and the importance of educa-
tion were also enduring themes. The President of the Republic always
reserved a speech for this purpose at the end of the festivities. Despite
his efforts to connect with the children, President Novotny sometimes
struggled to find the right words. In January 1961, he tried to engage
with the children by “exercising with them in a disciplined manner”
(along with the Minister of the Interior Rudolf Bardk and the Chairman
of the CSM Vratislav Krutina). However, he ended the meeting with
an encouraging but somewhat misplaced statement: “So children, on
the threshold of the third five-year period, together with the workers,
take a firm, bold step into the new learning!”®

Until 1961, the dramaturgy of the main programme was to present
a simple, albeit festive pioneer variety show, featuring a mix of collective

6 The scenein 1961 culminated in a “brutal police intervention against proletarian
children.” Rudé prdvo. Vol. 38, 2 January 1958, No. 2, pp. 1-2; Rudé prdvo. Vol. 41,
2 January 1961, No. 2, p. 1; MICHALKOVA, V. Pisni¢ko, zpivej, hudbo hrej — nagim
détem! Rudé prdvo. Vol. 41, 2 January 1961, No. 2, p. 2.
MASIN, J. Pokolen{ v ndstupu. Rudé prdvo. Vol. 42, 2 January 1962, No. 1, p. 2.
Radostné odpoledne pionyra. Rudé prdvo. Vol. 39, 3 January 1959, No. 2, pp. 1-2.

9  MICHALKOVA, V. Pisnic¢ko, zpivej, hudbo, hrej — nagim détem! Rudé prdvo. Vol. 41,
2 January 1961, No. 2, p. 2.



Historia scholastica 2/2024 10 Studie Studies 161

games, sports performances, children’s dances and songs. The simpli-
city was partly due to the participation of up to two hundred pioneers

of all ages, including sparks (a precursor to membership in the Pioneer

Organization for children aged 6 to 9) and preschoolers who performed

in the Spanish Hall. While this approach effectively showcased the

concept of “socialist childhood”, it also limited the potential for more

complex performances. In the following years, this approach began to

change significantly, as evident from two dramaturgical innovations.
While in 1958, the cultural programme was presented by the pion-
eers themselves (with the help of the figure of V§echnovidilek [See-It-
All]),” in the subsequent years, an adult performer — initially more of
amentor —began to add dynamism to the variety show. In 1959, it was

the aforementioned Grandfather Frost to whom the pioneers repor-
ted their public successes. He, in turn, encouraged them to participate

in household chores. In 1962, the show featured a mime called “Pfitel”
(Friend), portrayed by the dancer Antonin Hodek or the popular Robot

Emil (played by Jit{ Sadek) and his “mechanic” Karel (Antonin Stra).
These characters marked a transition to figures more relatable to chil-
dren. In later years, this type of adult friend was further developed by
the actor and cartoonist Milo§ Nesvadba (1925-2020), who appeared

in several pioneer programmes.

The second significant change was the introduction of critical ele-
ments directed at the children’s collective. This approach was first
employed in the stage play “We Were Born for the Boldest Deeds” (My
zrodili se k nesmélej$im &intim) (1962)," which aimed to highlight
various children’s vices and shortcomings within pioneer life. The
sketches were authored by poet and leading pioneer official Oldfich
Krys$tofek (1922-1985). The dance sketch called “Slabikdf” (Spelling
Book) used rhymes to caricature the inhabitants of different fictional
places: “Darebnik” (Naughtyville), representing those who did not
observe the rules of proper behaviour; “Hledsebe” (Mirrorville), where

10  Rudé prdvo.Vol. 38, 2 January 1958, No. 2, pp. 1-2.
11 UV CSM, file 1438. NA.
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girls paid too much attention to their appearance; and “Hlupice” (Dumb-
ville), where the children failed to apply themselves at school. The cri-
ticism extended to “Poradov” (Counselville), where the pioneers ne-
glected their duties in favour of taking endless meetings and resolu-
tions, and “Z4dvazkov” (Dutyville) which abounded with promises and
empty words. Although the form of such criticism remained “child-
like”, it can be viewed as part of the efforts to mobilize the pioneer
movement at the time. By the mid-1960s, these efforts culminated in
attempts to reform the pioneer organization. This shift was reflected
in the transformation of critical tones into a more coherent pioneer
satire,"> which was incorporated into meetings of pioneers with party
and state officials. Additionally, this period saw the cultural variety
show evolve into a pioneer revue.

From Castle Variety Show to Television Pioneer Revue

In 1963-1964, the creators of New Year’s pioneer programmes began to

experiment with a pioneer satire. The main programme still retained

the character of a series of dance, singing and dramatic performances

aimed at children around the age 0f 10, also featuring performances by
younger schoolchildren. The script “To the Shores of Future” (K bfehdm

budouciho ¢asu) (1963) was again authored by Oldfich Krystofek. The

programme highlighted the playful and active pioneers while being crit-
ical of those who “do not yet resemble Gagarin”.” The show included

a playful song, short sketches and slogans that admonished those cir-
cumventing pioneer tasks, did poorly at school, and devoted their free

time to fashion and idleness." Another satirical song touched on the

12 The satirical sketch “The Waiter and the Guest” (Ci$nik a host) was performed
in January 1959, but it was not part of the main programme. It was staged in one
of the side halls by members of the National Theatre drama Milo$ Nesvadba and
Ljuba Skofepovd using a puppet.

13 UV CSM, file 1438. NA; ddle (haj): K bfehtim budouctho ¢asu. Rudé prdvo. Vol. 43,
2 January 1963, No. 2, p. 2.

14 The performers presented various “slogans”: “I'll be a pioneer of new technology.
Always the latest models... — Obstacles are for others to overcome. — I have gained
more badges /pioneer badges/ than anyone else. By trading them with others. —I'll



Historia scholastica 2/2024 10 Studie Studies 163

current anti-religious campaign and problems in the supply industry.
In 1964, the main programme (conceived as a “living” pioneer newspa-
per) criticized superficiality and snobbery among the pioneers, along-
side other common childhood vices (selfishness, laziness, grumpiness)."

The potential of the pioneer programme was underscored by the

“meeting of pioneers with representatives of the state and the govern-
ment” in the summer of 1963, which was similar to the New Year’s
events at Prague Castle. Since 1958, President Novotny had been con-
vening these meetings at various locations around the country to
coincide with the end of the school year and the start of summer hol-
idays. The two-day meetings were attended by over two thousand pio-
neers and featured cultural and sports programmes. These events also
included discussions with the highest party and state officials (Knapik
& Franc et al., 2018, pp. 86—88). In early July 1963, the fourth such
meeting was held in Hlubokd nad VItavou, where the pioneer revue

“We Are Everywhere” (Jsme v§ude) was presented. The show, watched
by 1,500 children alongside President Novotny, was written by the
scriptwriter Jiff Bauer (1929-2009)." Actor Milo§ Nesvadba played an
important role in both the design and as the key adult guide.

The programme was notable for its length, running 75 minutes
without an intermission. Unlike earlier variety shows that consisted of
a sequence of dance, singing or sports numbers, this programme was
characterized by a simple yet coherent plot and elaborate dialogue. Pre-
viously, a very short sketch or a song with critical content constituted
only one of many numbers, butin this instance, multiple performances
were integrated into a unifying story."” The story centred around a sev-
en-member girl pioneer team (with roles played by members of the

take partin every sports competition. As a spectator. — I'll stay active right where
I am. On the couch, in front of the TV.”

15 Rudé prdvo. Vol. 44, 2 January 1964, No. 2, p. 1; Mlady svét. Vol. 6,1964, No. 2, p. 2;
Ceskoslovensky sport. Vol. 12, 2 January 1964, No. 1, p. 1.

16 J.Bauer co-wrote the screenplay for the short children’s film “Pétikoruna” (1960).
Available from: https://www.filmovyprehled.cz/cs/person/75887/jiri-bauer.
[cit. 2024-10-30].

17 UV CSM, file 1438. NA.
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drama club of the House of Pioneers and Youth in Gottwaldov, now
Zlin). From the opening dialogues, it was evident that the girls were
bored — they showed no interest in the Sunday match of the pioneer
teams taking place behind the fence. Originally, they were supposed
to go on a Sunday outing with their leader, who had missed the past
few meetings. As the story unfolds, it is revealed that the leader had
been neglecting the club because of her boyfriend.

The central character of the revue is V§udybud (Ubiquitous), a fig-
ure drawn by one of the girls on a (paper) fence. At one point, this
character comes to life and enters the scene. V§udybud, whose name
is inspired by a key work of the reformer and educator J. A. Comenius
(1592-1670), “The Labyrinth of the World and the Paradise of the Heart”,
is portrayed as the “younger brother” of the youth union member
Vudybyl (Everywhere)." Milo§ Nesvadba brought Viudybud to life
as a positive character, who initially communicates with the pioneer
girls through pantomime. As the performance progresses, he begins
to speak and express himself through vivid drawings on a large glass
board placed on the stage.” In twelve scenes filled with songs and
dances, VSudybud engages the girls, encouraging their collective spirit.
He also interacts with thousands of children in the audience, using both
words and drawings. In the end, it becomes clear that the girls are not
entirely disillusioned with pioneering. Instead, they craved adventure
and new experiences but were held back by the monotony of the pio-
neer life, as well as by teachers and parents who lacked understanding.
The story reveals that the true enemy was their own feelings of guilt
and hurt. Having fulfilled his mission, V§udybud returns to the paper
fence, ready to help the next pioneer unit in need.

18 The V8udybyl movement was launched as a campaign by the CSM to boost the
productivity of young workers and to highlight issues within businesses.

19  For responses and images see Ljb. Hlubokd 1963. Mlady svét. Vol. 5, 12 July 1963,
No. 28, p. 3; MOULIKOVA, Vlasta. Prezidentsk4 vlajka na Hluboké. Viasta. Vol. 17,
17 July 1963, No. 29, p. 2; Radostné setkani. Lidovd demokracie. Vol. 19, 9 July 1963,
No. 162, p. 1; Vecerni Praha. Vol. 9, 8 July 1963, No. 158, p. 1.
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The central moment of the programme “We Are Everywhere” was
a critique of one of the main issues within the pioneer movement,
delivered through lively satire and presented from the perspective of
the children themselves, in their own language. The audience heard
the girls express their frustrations about the pervasive suppression of
initiative and personal freedom: those wanting to learn to play the gui-
tar are labelled as troublemakers; school collecting activities are dull
because they are compulsory; the school library offers only required
reading; the adults at home or school does not understand them...
Although the girls participate in pioneer leisure activities, they do not
enjoy them because everything feels “somehow compulsory”. Instead
of sympathising with them, V§udybud challenges the girls not to wait
for an adult to entertain them. He urges them to come up with their
own pioneering activities and make them both diverse and meaningful.
At the same time, he subtly reprimands the negligent pioneer leader
and the teacher who believes that a proper pioneer is always an obe-
dient and disciplined child. The solution for the bored pioneer unit ulti-
mately lies in cooperation, symbolized by a large collection of paper
brought onto the scene by truck. This collection is the result of an ini-
tiative announced by VSudybud at the start of the gathering of all pio-
neers in Hlubokd nad Vltavou — they had been collecting small scraps
of paper that might not have otherwise made it to the recycling centre,
all while helping the environment. As a result, even the members of
the “bored team” on stage enthusiastically join the pioneer initiative.
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Picture 1. The figure of the pioneer V§udybud in a pen-and-ink drawing by Milo§
Nesvadba. The initial “V”, designed as a face, was briefly used in print as a logo for
pioneer public events. CSM Central Committee Fund, card 1438. NA; printed with
permission of the National Archives and Michal Nesvadba.

The innovation of mass pioneer events featuring a revue programme
captured the attention of both organizers and audiences. From the
outset, the creators envisioned that the character of V§udybud / Milo$
Nesvadba would continue to inspire pioneer engagement, especially in
public service activities. The drawing of V§udybud (or his initial) was
prominently featured in the promotion of the national pioneer game
“Always Ready” (Vzdy ptipraven).’® Additionally, the event “Vudybud
with a Magnifying Glass” (V§udybud s lupou) was created in connec-
tion with the youth union. Soon after, a “winter pioneer revue” titled
“He’s Here” (Uzje tu) (directed by Jif{ Bauer) was staged at the Conven-
tion Palace of the Prague Park of Culture and Recreation for three thou-
sand older children. Once again, Nesvadba’s pioneer character VSudy-
bud was the star, joined by actress Pavlina Filipovskd, singer Karel Gott
(1939-2019) and others.”’
If the ambitious pioneer revue was intended not only as entertain-
ment but also to engage pioneers and offer critical reflection on the

20 Vsudybud. Vedouci pionyri. Vol. 19,1963, No. 11, p. 2.
21  Lidovd demokracie. Vol. 19, 5 December 1963, No. 290, p. 4; Vecerni Praha. Vol. 9, 10,
December 1963, No. 291, p. 2.
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movement, an apparent paradox had to be addressed: why present
a satirical programme, such as the one about “a bored pioneer unit”,
to a select group of the best pioneers in the country? The solution lay
in expanding the audience through a television broadcast. Prague
Castle provided the ideal setting for presenting the revue.”” Due to the
demands on the organization, it was possible to test this model with
a delay — during the New Year’s meeting of the pioneers with the Pres-
identin January 1965. This marked the first time the main programme
was broadcast live, offering viewers a glimpse of what was happening
in other halls as well.

“What We Can Do”
The eighth New Year’s Eve meeting of the six hundred best pioneers
with the President of the Republic at Prague Castle was also reported
in a television guide; the accompanying information specified that the
programme was intended for children aged eight and above, empha-
sising its focus on pioneer-aged children rather than the youngest view-
ers or sparks. The live broadcast of the event began at 2 p.m. and con-
cluded shortly before 6 p.m.*®
Preparations in the Spanish Hall had been underway since
mid-December 1964, with the set and scenery being constructed
according to the design by architect Milo$ Ditrich (1927-2016). Raised
platforms for the large orchestra and smaller backing band were built
on the sides of the open stage, which was designed in a star shape in
the background. Two hundred performing pioneers arrived in Prague
on 27 December, and starting the next day, 11 children ensembles began
rehearsing the programme. The dress rehearsal, which included the
television technicians, took place on New Year’s Eve. The Pioneer

22 Pioneer variety shows were broadcast by Czechoslovak Television from 1955.

23 Rudé pravo. Vol. 45, 3 January 1965, No. 2, p. 1; Radostné chvile na Prazském hra-
dé&. Lidovd demokracie. Vol. 21, 3 January 1965, No. 2, p. 1; Cervené dtky na PraZském
hradé. Mladd fronta. Vol. 20, 3 January 1965, No. 2, p. 3. Se snimky z akce — viz Pio-
nyrsky rok. Kvéty. Vol. 15, 16 January 1965, No. 2, p. 1; Déti se setkaly s presidentem.
Vlasta, Vol. 19, 13 January 1965, No. 2, p. 3.
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delegations arrived in Prague at the turn of the year and stayed at the
dormitories of the Party University; the House of Czechoslovak Chil-
dren organized the children’s stay and also prepared their New Year’s
Eve entertainment.”

The main programme, entitled “What We Can Do”, along with
the live broadcast, was directed by the experienced television director
Miloslav Zachata (1925-1970), who also wrote the script for the pio-
neer revue and lyrics for some of the songs.”® The leadership of the
Youth Union intended for the revue to provide viewers with “a bal-
anced view” of the pioneer movement: it would satirically point at some
of “the darker aspects of pioneer life” while also drawing attention to

“the good things that surround us and that we help to create”. Again,
the creators were asked to keep a child’s perspective on the central
themes. This time, the satire targeted the stereotypical and uninventive
meetings of pioneer units or the dishonest practices in collecting waste
materials. Criticism was also directed at the arrogant children who ele-
vated themselves above others and forgot the basic pioneer principles
in the pursuit of primacy. Using songs and dance performances, the
programme aimed to emphasize the importance of cooperation as
a fundamental prerequisite for achieving goals. This generally opti-
mistic message was also meant to reflect the current political themes
of the coming year, including the 20th anniversary of the liberation
of Czechoslovakia and the Third National Spartakiad. Additionally,
the revue featured references to space rockets, cosmodromes and the
theme of space exploration in general, celebrating the peak achieve-
ments of the human spirit.”® The New Year’s event (apart from the main
pioneer revue) also included activities in other representative halls of

24 Sign.Z1d3.AKPR. Report on the New Year's celebration (22 November 1964).

25 The lyrics for the songs were written by Alois Paloudek (1931-1986) and Oldtich
Flosman (1925-1995). M. Zachata began collaborating with television in 1956. In
addition to a series of productions, he recorded performances, including rare re-
cordings of the plays “Tézkd Barbora” and “Balada z hadrd” (1960) by J. Werich
and J. Voskovec.

26 UV CSM, file 1444. NA; Sign. Z1d 3. AKPR.
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the Prague Castle, culminating in a final dance party, a gathering of all
pioneers and a speech by the President of the Republic.

The very first scene introduced the core theme of the revue. A vocal
ensemble, accompanied by soloists, performed the opening song, which
was later repeated in various forms throughout the programme. The
song celebrated creative work across all professions. The pioneers, too,
were encouraged to prepare for their future contributions to society:

“Our country may ask: what can we do?” The development of children’s
creativity was presented as a fundamental goal of the pioneer move-
ment: “Although we are still small / everyone must learn a skill / one
day we’ll be generals / or fly to the stars.”

The revue opens with a conversation between pioneers Karel and
Pavel about what they plan to submit to the Youth Creativity Compe-
tition (STM).?" It quickly becomes apparent that Pavel is far from mod-
est, and while ambition and engagement are valued in pioneers, he
tends to be a bit of a “braggart”. He boasts that he can build a rocket
that can travel 100 trillion kilometres per hour, construct a fountain
pen with a radio, or build a bridge over the Vltava River. Karel even
invites his classmates to come up with something Pavel cannot do
but to no avail. However, when it comes to simple tasks like chop-
ping wood or hanging a picture, Pavel dismissively says: “I don’t do
such simple things. I leave those to my sister.” In contrast, Karel plans
to submit a practical household item in the competition — a table to
hold a TV — something Pavel scoffs at before exiting the scene. At first,
it seems that Pavel is quickly losing the audience’s sympathy, but one
of the girls (Helenka) puts things into perspective: “He’s a clever fel-
low, but when he starts bragging, he doesn’t know when to stop.” As
aresult, the children decide to “take him down a peg”. When Pavel
returns to the scene, Karel tells him that they have something better
than his rocket — a set of “life-like” pioneer figurines — and invites him
to go and see them at the Pioneer House. The children quietly share

27 The Youth Creativity Competition was a large-scale event organized by the Youth
Union. Participants could apply for the technical or artistic section.
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the plan among themselves. What follows is a variation of the open-
ing song, this time cautioning against those who “lag or race ahead in
the relay” and risk losing the entire race for the collective...

In the next scene, Pavel grapples with the concept of “life-like pio-
neers”. He attempts to imitate Karel but fails, managing only to create
a large paper puppet of a pioneer that he cannot move even with the
help of his sister Helenka. Frustrated, he concludes that constructing

“life-like pioneers” is impossible and plans to mock Karel. In the fifth
scene, Pavel comes to observe Karel’s mechanized pioneers represen-
ted by his friends, whom he instructed to stand rigidly like statues at
all times. Pavel is unimpressed with the result, especially when the pio-
neers do not move at Karel’s first command. Karel responds, “Have you
ever seen a pioneer who obeyed immediately?” Eventually, Karel sets
the pioneers in motion, leading into the main part of the revue — the
following four scenes satirize various vices and shortcomings of the pio-
neers through song, addressing issues like dull pioneer meetings, unfair
scrap metal collection practices, excessive body weight and vanity.

The first song showcases the “mechanized pioneers” in meetings
that resemble school classes more than enjoyable gatherings. The
oft-repeated refrain captures this sentiment: “First they sing a song /
then recite what they read in school / and finally they go wild / play-
ing Chinese whispers.” The image concludes with a mocking verse: “So
it went day after day / just like clockwork. / They reported how they
had / such varied (this is meant ironically) meetings.” Pavel is quite
impressed by the mechanized pioneers and is particularly curious how
Karel managed to “get them to sing”. In response, Karel tugs on his ear
and explains that his mechanized pioneers have a wire installed in
a sensitive spot and “their wailing makes for quite a good song.” It is
now clear that the sensitive spot is a metaphor for a deeper issue within
the pioneer movement that needs addressing. Karel then adds that



Historia scholastica 2/2024 10 Studie Studies 17

his mechanized pioneers have several such sensitive spots: “There are
enough of them to make a Prague Spring.”*®

Another song features pioneers who “are touchy about being
accused of lacking independence and initiative compared to adults”.
The song tells the story of Jirka, a pioneer who wins a competition by
collecting twelve tons of scrap metal. However, this impressive feat
turns out to be a scam: “It’s not rocket science, / just get the family
involved. / They collect the castiron, /I collect the receipts. My dad, my
mom, my grandmothers and grandfathers, / they all collect iron for my
competition.” And so Jirka wins the main prize —a holiday at the inter-
national pioneer camp in Soviet Artek in Crimea — despite facing chal-
lenges at home, such as worrying “what will they say in Artek when
I bring my grandmothers along”. The song ends with Jirka receiving
cheers for making it to the national competition: “Everyone praises
Jirka now, the Central Committee invited him to the Castle / and all
he did was collect receipts — not even one kilo of iron.”

The third scene with the mechanized pioneers caricatures clumsy,
chubby children who struggle with simple exercises and disrupt the
gymnastic performances of their peers. Their failures are attributed
to laziness and excessive TV time. Before the final scene featuring the
mechanized pioneers, Karel hands Pavel a pair of large, odd glasses,
described in the script as looking like “the glasses brought to the Fuéik
from Helsinki”.”® Through the glasses, Pavel sees a pioneer strikingly
similar to himself — constantly boasting while avoiding collective activ-
ities. Recognizing the critique, Pavel initially tries to “get back at the
other children” by pretending to be “mechanized”. However, he even-
tually reveals his true self and seems to have reformed. The finale, fea-
turing a final rendition of the theme song, transitions smoothly into

28 Prague Springis a traditional international music festival that has been held since
1946.

29 Apossiblereference to the dance group of the J. Fu¢ik Ensemble from Prague, which
performed at the 8th World Festival of Youth and Students in Helsinki (1962). KRA-
TOCHVIL, Jiti. A few remarks on Helsinki. Hudebni rozhledy. Vol. 15,30 August 1962,
No. 16, p. 682.



172 Historia scholastica 2/2024 10 Jifi Knapik

the second part of the programme — a series of performances by pio-
neer cultural groups, including songs, dances, Spartakiad routines and
gymnastic numbers. The finale of the Pioneer Revue celebrates the com-
petencies and future of the pioneers with the lyrics: “The country is
calling: Pioneers / you are my future / today’s pioneers / will be tomor-
row’s heroes.” As the last verse plays, the pioneers march to the party
leaders with flowers, reflecting the political anniversary of the coming
year: “While the children are still young / the country is twenty years
old. / Youth has always wanted to play / youth has always wanted to
move forward.”

It might have seemed that a bright future awaited not only the
youth but also the pioneer revue as a new genre. However, this turned
out to be the last revue of its kind. The New Year’s gatherings at Prague
Castlereverted to variety shows in the following years. In 1966, the tele-
vision aired the pioneer variety show “Relay of Youth” (Stafeta ml4dy),
hosted by Milo$ Nesvadba.’® The next year brought the show “Merry-
Go-Round” (Kolotod)*' and the final New Year pioneer programme was
broadcast in 1968. The vibrant variety show “Little Masters and Big
Masters” (Malf a velc{ mistfi) had to be postponed to 7 January due to
amajor political event — the historic meeting of the Communist Party
Central Committee at Prague Castle, which launched the reform process
known as the Prague Spring of 1968. This meeting with the pioneers
was attended not only by President Novotny but also by the new First
Secretary of the Czechoslovak Communist Party, Alexander Dubdek,
who symbolized the coming reforms.>” The reason for the shift in
programme content remains unclear. In addition to musical, dance
and sports performances, the pioneer programmes continued to fea-
ture satirical sketches criticizing the issues within the pioneer organi-
zation. These sketches were written and directed by the experienced
Miloslav Zachata. This suggests that the revue format could have been

30 Rudé prdvo. Vol. 46, 3 January 1966, No. 2, p. 1; UV CSM, file 1446. NA; Sign. Z1d 3.
AKPR.

31 Rudé prdvo. Vol. 47, 2 January 1967, No. 2, p. 1.

32 Rudé prdvo.Vol. 48, 8 January 1968, No. 7, p. 1.
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too demanding for the child performers and the live television produc-
tion. It is also possible that a family-oriented television programme
was preferred over a more complex satirical revue.

The Image of a Childhood of the Pioneer Age (Conclusion)
Pioneer cultural programmes, which became a regular feature of meet-
ings between selected pioneers and the highest state and party leaders
in Czechoslovakia during the late 1950s and early 1960s, offer a unique
glimpse into the presentation of “socialist childhood” and the role
of pioneers during that era. These programmes were part of a series
of media-exposed celebrations created by the communist regime in
Czechoslovakia, in which children either represented a segment of
broader social groups (May Day celebrations, International Women’s
Day, Spartakiads; see, e.g., Ratajovd, 2000; Roubal, 2016) or took cen-
tral stage (International Children’s Day; Knapik & Franc et al., 2018,
pp. 67-80).

Initially, the New Year’s celebrations at Prague Castle followed rel-
atively straightforward and familiar formats that were easy for school-
children and young pioneers to understand, while also catering to
the expectations of a politically conscious audience. The cultural pro-
gramme centred on children and youth, highlighting their bright pros-
pects in a socialist society. Children’s lives were portrayed as joyful
and filled with diverse and creative activities designed to help them
choose a future profession. In contrast, the audience was reminded
that the lives of most pre-war children had been shaped by their par-
ents’ struggles with existential hardships. This perspective, which
primarily reflected the regime’s and adults’ view of the world, gradu-
ally began to take into consideration the mentality and real experiences
of children. As a result, cultural programmes started to convey more
complex messages, which inevitably influenced their format. The ori-
ginal pioneer variety shows, which featured songs, dances and sports
games, began to offer a critical view of the life of contemporary Czech
and Slovak children. Over time, the introduction of satirical elements
transformed these variety shows into pioneer revues, complete with
a central theme and underlying message.
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This shift was undoubtedly driven by a change in the communist
leadership’s view of the youngest generation and the growing dissat-
isfaction with the pioneer organization. On the one hand, politicians
emphasized that the schoolchildren of that era had grown up entirely
in the post-revolutionary system; on the other hand, they increasingly
reflected that children took many social and extracurricular activities
for granted. This led to a perception that the pioneer movement had
become overly formal and had little impact on the children’s leisure
time. These concerns were reflected in the pioneer revues of 1963-1965,
which can be perceived as a distinctive media format aimed at promot-
ing the pioneer movement and highlighting the necessary changes.

The programme “We Are Everywhere” incorporated many of the
criticized aspects of the pioneer movement (see Knapik et al., 2022).
Thelax attitude of the pioneer leaders, especially the unionists, under-
mined the movement crucially by eroding the children’s trustin adoles-
cents and adults. One of the persistent issues was the high turnover
and unavailability of leaders, which made it difficult to maintain consis-
tent guidance. Itis therefore not surprising that the character of VSudy-
bud encouraged children to take initiative on their own. The two revues
we examined share a common trait: the shortcomings of the pioneers
(such as boredom and boastfulness) were never confirmed — the chil-
dren had “a healthy core” and ultimately reformed themselves. There
was always room for personal engagement.

In the mid-1950s, the Pioneer organization also discussed the need
for an authentic “pioneer romance” —a set of activities that would not
only be socially useful but also appealing and truly engaging for chil-
dren. The term “healthy romance” was revived again between 1962
and 1965 amid discussions on the urgent need to innovate the method-
ological approach within the pioneer movement. There was a persist-
ent tension between the requirements of the educational system (out-
lined as “What a pioneer should know and be able to do”) and the vol-
untary activities of the pioneers. The variety revue “We Are Everywhere”
addressed this issue by encouraging the spontaneous collection of
old paper by the pioneer collective. During this event, one of the girls
remarked: “Collecting every scrap of paper that would have gone up
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the chimney unnecessarily, discovering lost values by ourselves and
voluntarily — that’s something!” At the same time, this “wholesome
romance” sought to avoid the educational practices associated with
forbidden scouting. Before 1948, scouting had effectively worked with
scout troops, which were groups smaller than pioneer units. In con-
trast, the system of pioneer units, which had theoretically been part of
the pioneer organization since its inception, proved dysfunctional. The
troop played an important role in “We Are Everywhere”, and the show
encouraged children to follow this model of pioneer activity. And not
only that. Let us point out that this was an unschooled troop of girls.
In contrast, the TV show “What We Can Do” included a disparaging
remark about the girls made by the boastful Pavel.

The revue “What We Can Do” elaborated on the criticism of pio-
neer life, particularly addressing the monotony of pioneer meet-
ings that resembled school and the dishonesty in collecting activities
aimed at achieving quick success. Beyond these issues, the revue also
tackled broader aspects of children’s lives.*® Previous variety shows
often emphasized physical fitness and sportsmanship as essential
elements of a healthy childhood. For instance, a newspaper report
from a New Year’s Day celebration in January 1962 mentioned a pio-
neer who had participated in a cultural programme and was described
as “a slim boy”.** The revue “What We Can Do” went even further in
its criticism, portraying excess weight as a major negative factor that
prevents pioneers from leading an active life. The references to fuller
body proportions in the revue went to extremes; at the opening of the
fourth scene, Pavel complained that Helenka had “fatlegs”, which he
claimed impeded his ability to build a paper pioneer puppet. Addition-
ally, in the eighth scene, the script called for two “fat pioneers” (!) who
struggled to perform even basic exercises. It remains unclear whether

33 Inthis context, we can recall the harsh criticism of the PO CSM in J. Fairaizl’s doc-
umentary “Malované déti” (1967), which appeared to adopt the style of critical
television journalism seen in the programmer “Zvédava kamera”. For more details
see M. Stoll in KNAPIK et al., 2022, pp. 363—405.

34 MASIN, J. Pokoleni v ndstupu. Rudé prdvo. Vol. 42, 2 January 1962, No. 1, p. 2.
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the show’s creators altered the performers’ costumes for these roles or
cast genuinely overweight children, thus subjecting them to ridicule on
live television... Such portrayal is not surprising; it aligned closely with
the contemporary campaign against obesity, which political leaders
increasingly viewed as a pressing social problem affecting children.
Notably, Antonin Novotny had long advocated for the increase in the
price of confectionery, a policy implemented in 1962. He commen-
ted at the time that “our children are fat” (Franc, 2009, p. 34). There-
fore, the emphasis on physical fitness and the specific criticism of “fat
pioneers” in the New Year’s programme likely reflected Novotny’s per-
sonal concerns.

The portrayal of adult characters in pioneer cultural programmes
evolved in interesting ways over time. As older children took on roles
in the more ambitious pioneer revues and the programme was more
targeted at their peers, the representation of adult figures also shifted.
We can observe a transition from the “guide/friend” archetype to more
complex representations of adult authority. In “We Are Everywhere”,
the character of V§udybud is accompanied by a lax pioneer leader who
fails to win the children over. A particularly intriguing development
occurs in “What We Can Do”, where the school caretaker is introduced
at the start of the revue as the sole embodiment of adult authority. In
the second scene, when one of the children announces the caretaker’s
arrival, all the children immediately freeze, quiet down and — as the
script notes — “greet him most respectfully and politely”. This raises
the question about the source of the caretaker’s unique authority. By the
1960s, the feminisation of primary education was essentially complete,
with a sharp decline in male teachers. Yet, the school caretaker retained
a strong presence in this environment, remaining “omnipresent” as
he both lived at the school and took care of its maintenance. Interest-
ingly, the caretaker was not a particularly likeable figure (as reflected,
e.g.in the famous children’s book by Bohumil Rtha)**. “What We Can

35 Riha, 1959, p. 52; Here, we see the character of the school caretaker Vozdb: “He was
a sullen fellow and did not care for the school youth much.”
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Do” mirrors this sentiment as well when the caretaker’s male author-
ity is relativized by the children — after the caretaker leaves the scene,
the pioneers “jump up / and run away”.

During the New Year’s celebrations, the President of the Republic
consistently embodied the unquestioned adult authority. His influ-
ence was evident not only in his speeches but also in his interaction
with the pioneers and his participation in the closing feast. However,
he did not always manage to foster a genuine connection with the chil-
dren. A clear example of this disconnect occurred during Novotny’s
speech at the celebration in January 1965. When he asked the children
if they were preparing for the Spartakiad, everyone in the hall raised
their hand. Perhaps influenced by the revue “What We Can Do”, which
poked fun at formality and insincerity, Novotny doubted the authen-
ticity of the children’s responses. He pointedly remarked that “the
Castle has the names and addresses of those present and could double-
check”.®® And at that very moment, the President effectively assumed
the role of the proverbial “school caretaker”...”’
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Abstract  The research is focused on orga-
nization and content of education of the fu-
ture party elites in Slovakia during the period
of communism. In 1953, a special Party College
of the Central Committee of the Communist
Party of Czechoslovakia (renamed to the Polit-
ical Institute of the Central Committee of the
Communist Party of Czechoslovakia in 1965,
further on Political Institute of the CC CPC)
was created in Czechoslovakia for the pur-
pose of their training. It was directly managed
by the Central Committee. After the suppres-
sion of the Prague Spring and the onset of nor-

malization (the beginning of the 1970s), a new faculty called the Faculty of the Polit-
ical Institute of the CC CPC was established in Bratislava and it began its activities in
1972. The research is based on the study of archival sources of relevant funds of the
Slovak National Archive in Bratislava. The research shows that the faculty 1) provided
arelatively wide spectrum of graduate and postgraduate education in both full-time
and part-time form, 2) also provided higher forms of education (rigorous examina-
tion procedures and scientific postgraduate studies), 3) had a well-thought-out and
well-organized comprehensive system of education for the future elites of the ruling
Communist Party, including spending their leisure time. The faculty disappeared after

the fall of communism in 1990.

Keywords communism, communist party, party elites, party education, Slovakia

1 The study is a part of the research project VEGA 1/0190/24: Regime Engagement
vs. Silent Resistance in Totalitarian Education in Slovakia.
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Introduction

Totalitarian regimes typically exhibit a distinctive pattern marked

by the dominance of a single leader, single party and single ideology.
Therefore, Timothy Snyder, in his book On Tyranny: Twenty Lessons

from the Twentieth Century warns: beware a state where there is a single

party (Snyder, 2017). The continuity of power in totalitarian regimes

is ensured by various types of party education, in which the focus

is mainly on ideological training of the future elites. The aim of the

study was to explore how the education of the future party cadres was

ensured during the period of communism in Czechoslovakia, specifi-
callyin Slovakia. Answers to the following questions were sought: When

was the education established and who decided about it? How was it organ-
ised? What was its development like? How did the education take place, in

what ways and forms? Whether and to what extent was leisure time of the

participants organised?

As far as the current research is concerned, political education in
Czechoslovakia is addressed from a broader perspective in publica-
tions by Urbdsek, 2008; Devitd et al., 2011; Dev&td, 2014; Olejnik, 2018;
Gabzdilov4, 2018; Kudldéovd (ed.), 2019 and 2023; Cuhra et al., 2020.
As for the Political Institute of the CC CPC the studies by Dinug (2008
and 2010) are to be noted. The presented research is based mainly on
the study of archival sources of the Slovak National Archive in Bratis-
lava (the Fund of the Faculty of the Political Institute of the CC CPC),
contemporary documents and secondary literature related to the topic.

Socio-political and Historical Context

After the end of the WWII, taking into consideration the victorious
powers, it was completely clear that Czechoslovakia would focus on
the East and its foreign policy orientation would change. The turn from
an orientation towards the Western powers to a close alliance with
the Soviet Union, was a key change in the post-war Czechoslovakia.’

2 Although the study focuses on party education during the era of communism in
Slovakia, it is impossible to ignore the fact that Slovakia was part of Czechoslo-
vakia at that time. Czechoslovakia was established on October 28, 1918, as one of
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The February coup in 1948 was only a formal act by which Czechoslo-
vakia became part of the Eastern Bloc and the Communist Party began

torule. A fundamental step in the formation of the communist regime

was the adoption of the Constitution of the Czechoslovak Republic on

May 9,1948 in Prague. From 1949, Czechoslovakia was part of the eco-
nomic organization the Council for Mutual Economic Assistance and

from 1955, it was part of the military pact the Warsaw Pact.

It may be stated that all essential structural, organisational and
personnel changes in the school system in Slovakia were carried out
in the period of Stalinism.’ It was the first stage in the development of
the socialist school, which was typical of the strongestindoctrination
by the ideology of Marxism-Leninism®. The content of education at all

the successor countries after the dissolution of Austria-Hungary, while the state

organization was defined by the Constitution of February 29, 1920. It is a Cen-
tral European country that existed between 1918 and 1992, excluding the period of
the WWIL. After the end of the WWII, Czechoslovakia was restored to the borders

it had before 1938, with the exception of Subcarpathian Ruthenia, which became

part of the Soviet Union. Already during the Second World War, in December 1943,
an alliance treaty between the Sovietleader Joseph V. Stalin and the Czechoslovak

president-in-exile Eduard Benes was signed, making the Soviet Union Czechoslo-
vakia’s closest ally. After the communist coup in February 1948, the new Consti-
tution of May 9, 1948 was adopted, which defined the Czechoslovak Republic as

a “people’s democratic state” and ensured the laying of the foundations of social-
ism in all areas of social life.

3 Stalin died in 1953, however, condemnation of the cult of his figure occurred only
at the 20th Congress of the Communist Party of the Soviet Union in 1956, which
marked the process of de-Stalinization. On the politicization of the school system
and education, see the collective monograph KUDLACOVA, Blanka (ed.), 2019. Peda-
gogické myslenie, Skolstvo a vzdeldvanie na Slovensku v rokoch 1945-1989 [tr. Pedago-
gical Thinking and Education in Slovakia Between 1945 and 1989]. Trnava: Typi Uni-
versitatis Tyrnaviensis.

4 For details on implementation of the ideology of Marxism-Leninism in all areas
of society in Czechoslovakia, see DEVATA, Markéta, 2014. Marxismus jako projekt
nové spolecnosti [tr. Marxism as a Project of New Society]. Praha: Ustav pro soudobé
dé&jiny AV CR. On ideologization of the system of education and transformation of
education in Slovakia, see OLEJNIK, Milan, 2018. Implementdcia marxisticko-lenin-
skej ideoldgie vo sfére vzdeldvania na Slovensku v kontexte politického vyvoja v rokoch
1948-1953 [tr. Implementation of Marxist-Leninist Ideology in the Sphere of Education
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levels of schools “as well as extracurricular education were subordi-
nated to it” (Gubricovd, 2023). According to Cuhra et al. (2020, p. 30),
Marxism-Leninism represented “a fundamentalist direction that was
elevated to the state ideology in socialist countries of the Soviet-type”.

The forty-year period of communism was not homogeneous. The
main landmark is represented by the period of reform process in the
1960s, known as the Prague Spring. Favourable conditions for liberal-
ization of the regime arose as a result of de-Stalinization in the Soviet
Union. A secret speech delivered by Nikita Khrushchev, the new general
secretary of the Communist Party of the Soviet Union, in 1956, repre-
sented an impulse for this. In the speech, he criticized the period of the
cult of personality under Stalin and pointed to his crimes. Echoes of
de-Stalinization reached Czechoslovakia with delay because the party
leadership led by Antonin Novotny, responsible for the trials commit-
ted in the 1950s, postponed taking responsibility for these political pro-
cesses (Londdk, Sikora & Londdkovd, 2002).

The political liberalization in August 1968 ended abruptly due to
the invasion of the Warsaw Pact troops led by the Soviet Union. This
was followed by a period known as normalization®, typical especially
in the 1970s. In December 1970, the party leadership adopted a docu-
ment that became the ideological canon of normalization, Poudenie
z krizového vyvoja v strane a spolo¢nosti po XIII. zjazde KSC [tr. Les-
sons from the Crisis Development in the Party and Society after the
13th Congress of the Communist Party of Czechoslovakia]. It summa-
rizes the goals of normalization as follows: to achieve normalization of
conditions in the country on the basis of Marxism-Leninism, to restore
the leading role of the party and the authority of the state power of the

in Slovakia in the Context of Political Development between 1948 and 1953]. PreSov:
Universum.

5  Theterm “normalization” can be understood in a narrower and broader sense. In
anarrower sense, itis the period of liquidation of the reforms of the Prague Spring
contained in the so-called Moscow Protocol from August 1968 to the 14th Con-
gress of the Communist Party of Czechoslovakia in May 1971. In a broader sense,
itis the historical period from August 1969 to the end of 1989.
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working class, to eliminate counter-revolutionary organizations from
political life and to strengthen international ties of the Czechoslovak
Socialist Republic with the Soviet Union and other socialist allies (Les-
sons..., 1970).

The reform process was presented by the communists as a count-
er-revolution and the Soviet occupation was portrayed as fraternal and
international aid. In this sense, the regime proceeded to liquidate the
reform measures and returned to the application of the leading role of
the Communist Party of Czechoslovakia and the Marxist-Leninistideo-
logy in all areas within the society. One of these steps was the estab-
lishment of Faculty of the Political Institute of the CC CPCin Bratislava.

The Beginnings of Party Education in Czechoslovakia after the
February Coup

The initial forms of party education began to take shape immediately
after 1948. Its aim was to acquire and deepen the knowledge in the
field of Marxism-Leninism, with the target audience being members of
the Communist Party. Initially, it was organized in the form of training
sessions known as the Days of Communist Education. The Year of Party
Training was introduced in 1949. Within these programs, education
took place in three forms: basic courses of Marxism-Leninism, Marx-
ism-Leninism study groups, and evening schools of Marxism-Lenin-
ism. Starting in 1951, party education was also open to non-party mem-
bers. In 1953, the evening schools of Marxism-Leninism were renamed
to Evening Universities of Marxism-Leninism [orig. Vederné univerzity
marxizmu-leninizmu, orig. abbr. VUML], and the duration of studies
was extended to two years.

“Party education was founded on a unified and centrally approved
ideological line and was systematized” (Cuhra et al., 2020). It was car-
ried out through various forms (courses, study groups, etc.), some of
which gradually took on the form of institutionalized education (e.g.
Evening Schools of Marxism-Leninism). However, there was a lack of
education for the future top party cadres. Therefore, on January 19,1953,
the Presidium of the Central Committee of the Communist Party of
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Czechoslovakia® decided to establish the Party College of the CC CPC

in Prague [orig. Vysokd stranicka $kola pri Ustrednom vybore Komunistic-
kej strany Ceskoslovenska] (Dinug, 2008). This marked the transforma-
tion of party education to university education. Its goal was “to train

party leaders so that, equipped with the knowledge of Marxism-Lenin-
ism, they could implement the party’s policy in practice, selflessly
lead workers in building the socialist society and be always ready to

protect their homeland” (Organizational Statutes, 1953, p. 3). In 1965,
this Party College was renamed to the Political Institute of the Cen-
tral Committee of the Communist Party of Czechoslovakia [orig. Vysokd

$kola politickd pri Ustrednom vyfbore KSC, further on the Political Insti-
tute]” and its graduates were trained as party cadres for the highest
political positions. Formally, it was placed at the level of other uni-
versities, however, it was not a state school. It was funded by the Cen-
tral Committee of the Communist Party of Czechoslovakia (further on

Central Committee of the CPC). As part of the normalization process,
anew faculty of the Political Institute was established in Bratislava by
the resolution of the Presidium of the Central Committee of the CPC

from March 13,1970.°

Establishment, Objectives and Structure of the Faculty of the
Political Institute of the CC CPC in Bratislava

The Faculty of the Political Institute of the Central Committee of
the Communist Party of Czechoslovakia in Bratislava (further on

6  Presidium of the Central Committee of the Communist Party of Czechoslovakia
was elected by the Central Committee, in order to manage the work between the
regular meetings of the Central Committee. It had 10 to 12 members and met once
a week.

7  On the Political Institute of the Central Committee of the CPC see DINUS, Peter,
2008. Vysok4 8kola politickd UV KSC [tr. Political Institute of the CC CPC]. In: Stu-
dia Politica Slovaca, Vol. 1, No. 2, pp. 14-32.

8  Resolution of the 165th Meeting of the Presidium from March 13,1970. Fund of the
Faculty of the Political Institute of the Central Committee of the Communist Party
of Czechoslovakia (further on SNA, the fund of the Faculty), A-02, box 1,vol. 3,p. 1.
Slovak National Archive.
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the Faculty) was part of the Political Institute of the Central Commit-
tee of the CPC in Prague.® The Faculty was established on Septem-
ber 1,1971 and the classes started in 1972. According to the Statutes, its
goal was: “1) education of Marxist-Leninist cadres for the needs of the
party, state and social bodies and organizations, 2) participation
in the development of social sciences, deepening their connection
with the politics of the Communist Party, 3) scientific training of ca-
dres in the fields of Marxism-Leninism and other fields of social sci-
ences.”'® It was a politically oriented party education of the future
communist cadres, potentially involving re-training of the already
established cadres. The Faculty was funded directly from the budget
of the Central Committee of the Communist Party of Slovakia (further
on Central Committee of the CPS).

The dean of the faculty was appointed by the Central Committee
of the CPC and was a member of the board of the rector of the Polit-
ical Institute in Prague. He dealt with all serious tasks together with
the section of education and science of the Central Committee of the
CPS and the political-organizational department of the Central Com-
mittee of the CPS. The board of the dean of the faculty was made up
of senior staff and functionaries of the faculty: dean, vice-deans, head
of economic administration, head of cadre department, chairman of
the Institution Committee of the CPS [orig. Celozdvodny vybor KSS],
chairman of the Baseline Organization of the Communist Party of Slova-
kia and chairman of the Institution Committee of the Revolutionary
Trade Union Movement. Pursuant to the Resolution of the Central
Committee of the CPC of March 13, 1970, the following structure of
departments was proposed: 1) Marxist-Leninist philosophy, 2) polit-
ical economy, 3) scientific communism, 4) theory and practice of party
building, 5) history of the Czechoslovak Socialist Republic and the Com-
munist Party of Czechoslovakia, 6) history of the Communist Party
of the Soviet Union, 7) history of the international labour movement,

9 Ibid.
10  Statutes of the Political Institute, 1983. Fund of the Faculty, A-01, box 1. SNA.
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8) national economic policy of the Communist Party of Czechoslovakia

and the economy of industry, 9) agricultural policy of the Communist
Party of Czechoslovakia and economy of agriculture, 10) state and law,
11) cultural policy of the Communist Party of Czechoslovakia, journal-
ism, science, education, 12) languages and rhetoric, 13) cabinet of phys-
ical education.” Departments were established gradually. Initially, the

following departments were established at the faculty: Marxist-Lenin-
ist Philosophy (Department Head: RSDr."> Emil Grohner), Political

Economy (Assoc. Prof. Zdenka Sitdrovd), History of the Czechoslovak
Socialist Republic and the Communist Party of Czechoslovakia (RSDr.
Augustin Vanka), International Communist and Workers’ Movement
(PhDr. Milan Hrbko), State and Law (JUDr. RSDr. Jdn Zemdének), and

Theory and Practice of Party Building (Assoc. Prof. Juraj Bobota)."

Assoc. Prof. Jolana Herzkova was appointed as the dean of the faculty
in 1972. The faculty’s management, alongside her, consisted of two

vice-deans responsible for pedagogical and scientific activities (Prof.
Juraj Zvara and Assoc. Prof. Jozef Dan4ds). As of October 1, 1971, the fac-
ulty employed 19 teachers, including 1 professor, 2 associate profes-
sors, and 16 research assistants.”

The Report on pedagogical and educational activities for the academic

year 1974/75 states that “there were 12 departments and Cabinet of
Physical Education at the faculty. The number of teachers increased to

57..2." Apparently, departments specialised swiftly, and the number

of full-time teachers was increasing. Activities of individual depart-
ments were regularly evaluated at the dean’s collegium. Compliance

1 Ibid.

12 For the title RSDr. see footnote no. 24.

13 Uznesenie 36. schodze UV KSC zo dfia 25. aprila 1972 [tr. Resolution of the 36th Meet-
ing of the CC CPC from April 25,1972]. Fund of the Faculty, A-02, box 1, vol. 3, SNA.

14 Ibid.

15  Sprava o pedagogicko-vychovnej praci na Fakulte VSP UV KSC v Bratislave v $kol-
skom roku 1974/75 [tr. Report on pedagogical and educational activities at the
Faculty of the Political Institute of the CC CPC in Bratislava in the academic year
1974/75]. Fund of the Faculty, A-02, box 1, vol. 2, SNA.
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with the so-called pedagogical norm by individual staff members as
well as their publication and research activities were also evaluated.

Figure 1. Opening of the new school year at the Faculty of the Political Institute
of the Central Committee of the Communist Party of Czechoslovakia, September 7, 1972.
Source: Archives of the Press Agency of the Slovak Republic (photo by Borod4dZov4).

Possibilities of Undergraduate and Postgraduate Education,
Cadre Policy

The study at the faculty took place in the form of internal study (four
years) or external study while employed (five years). In addition to reg-
ular study, the Faculty offered one-year specialized courses and a wide
range of short-term courses, which were shorter than one year. The
curriculum for each academic year was approved by the Secretariat of
the Central Committee of the CPC'™.

16 The Secretariat was another body of the Central Committee of the CPC. It man-
aged the regular course of work, monitored implementation of resolutions, also
dealt with cadre policy, and send and received national and international dele-
gations.
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In the academic year 1974/75, there were 312 students enrolled at
the faculty in regular study programs (135 in internal form of study
and 177 in external study while employed), and 168 students under-
went training in short-term courses.”” The first graduates of the regu-
lar study graduated in 1975/76.

The faculty provided alarge number of short-term courses,
approved one year in advance by the Secretariat of the Central Com-
mittee of the CPC. Their aim was to “ensure cyclical retraining of party
officials and bodies included in the nomenclature of the Central Com-
mittee of the CPC, to acquaint the attendees with new knowledge in
various scientific disciplines, especially Marxist philosophy, polit-
ical economy, history, scientific communism, and the formation and
work of the party”." Short-term courses lasted either one, two or four
weeks or a month and they were focused on specific categories of the
managerial personnel of the communist party. For instance, in the aca-
demicyear 1973/74 the following short-term courses were conducted:
in September, one-month course for officials of district committees of
the CPS and chairmen of major baseline organisations of the CPS was
held in the Hungarian language'®; a month-long course for employees
of regional committees and district committees in the field of ideolo-
gical work of the party took place in September, too; in October, a three-
week seminar for members of regional, district, and company commit-
tees of the CPS was held; in November, a month-long course took place

17 Sprava o pedagogicko-vychovnej praci na Fakulte VSP UV KSC v Bratislave v §kol-
skom roku 1974/75 [tr. Report on pedagogical and educational activities at the
Faculty of the Political Institute of the CC CPC in Bratislava in the academic year
1974/75]. Fund of the Faculty, A-02, box 1, vol. 2, SNA.

18  See Zdsady vyberu a rozmiestiiovania posluchdcov Vysokej skoly politickej UV KSCv Prahe,
jej fakulty v Bratislave, pripojenych kurzov a Vysokej stranickej Skoly KSSZv Moskve [tr.
Principles of Selection and Placement of Students of the Political Institute of the CC CPC
in Prague, its Faculty in Bratislava, Affiliated Courses and the Party College of the CPSU
in Moscow], 1971.

19 The Hungarian minority is the largest minority with historical roots in Slovakia.
According to the population census from 1970, this minority consisted of more
than 500,000 inhabitants (about 12% of the total population of Slovakia), avail-
able at: www.statistics.sk.
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for personnel of regional and district committees of the CPS respon-
sible for overseeing party work in the agricultural sector; additionally,
a two-week seminar was organized for lecturers from regional and dis-
trict committees of the party, as well as teachers from regional polit-
ical schools, focusing on currentissues related to scientific atheism and
the church policy of the party (conducted twice). In December a two-
week seminar was held for members of regional and district commit-
tees of the CPS. In February, a month-long course was conducted for
nomenclature cadre of the Central Committee of the CPSin the field of
personnel and human resources management. Additionally, there was
a week-long nationwide seminar for members of regional and district
committees of the CPS and a week-long nationwide seminar address-
ing currentissues in the content and methodology of party propaganda
for lecturers from district committees of the party and the Houses of
Political Education [orig. Domy politickej vychovy] (conducted twice).
In March, a one-month course for nomenklatura cadre of the CC CPS
in the field of cadre and personnel work as well as a one-month course
for nomenklatura cadre of the CC CPSin the field of national economy
were held. In April, a two-month course for lecturers of the regional
and district committees of the CPS focused on the national economy
policy of the party took place.”® The faculty also provided a one-year,
one-and-half-year and two-year postgraduate programs focusing on
the training of the officials of the party bodies.

Pursuant to the resolution of the Presidium of the CC CPC on cadre
and personnel work from November 6, 1970, it was necessary to carry
out an objective evaluation of personnel regularly, because “education
of party personnel and the proposal for job placement requires a com-
prehensive evaluation of work, intensity of study, political activity and

20 See Zdsady vyiberu a rozmiestiiovania posluchdcov Vysokej skoly politickej UV KSCv Prahe,
jej fakulty v Bratislave, pripojenyich kurzov a Vysokej stranickej Skoly KSSZ v Moskve [tr.
Principles of Selection and Placement of Students of the Political Institute of the CC CPC
in Prague, its Faculty in Bratislava, Affiliated Courses and the Party College of the CPSU
in Moscow], 1971.
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character traits of each attendee”.” The assessment was processed
both continuously for each year of regular study, but also as a final

assessment in one-year, one-and-a-half-year and two-year distance

postgraduate courses. In all forms of study, there was a final compre-
hensive assessment, too. Within it, the following areas were evaluated:

1) academic performance, 2) political involvement and alignment in

all activities, 3) character and personal qualities, health status.”? Each

grade had its own grade teacher who worked out the assessment of
individual students. For each grade, a so-called information report was

processed, encompassing details such as the number of students and

their enrolment at the beginning of the academic year, assessments of
teaching quality, student participation, evaluation of order and disci-
pline, along with conclusions and recommendations for any necessary
measures. Both long-term and short-term courses underwent similar

evaluation procedures.

The faculty also paid attention to integration of theory and prac-
tice. Students acquired practical experience through involvement in
party and political-organizational activities within party, social, and
state bodies and organisations. First and second-year students were
required to undertake internships within party bodies, particularly in
the district committees of the CPS, during holidays. Third-year stu-
dents completed a pre-diploma internship. Furthermore, they engaged
in practical training related to individual subjects throughout the aca-
demic year, ranging from 3 to 14 days in duration. The assessment of
the practical training was also a part of the evaluation process.

The resolution of the CC CPS from June 5, 1979 states that “based
on the impactful work results, the Faculty of the Political Institute
of the CC CPC in Bratislava has firmly established itself as a univer-
sity workplace in the Slovak Socialist Republic... and it gained public
recognition as a pedagogical-theoretical institution. The Faculty of

21  Smernica rektora k hodnoteniu posluch4ov VSP UV KSC zo dfia 19. 10. 1978 [tr. Di-
rectives of the rector on evaluation of the students of the Political Institute CC CPC
from October 19, 1978]. Fund of the Faculty, A-01, box 7. SNA.

22 Ibid.
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the Political Institute of the CC CPC in Bratislava plays a significant

role in education of cadres and in addressing political and theoretical

tasks”.” In the informative report on the resolution it was discovered

that as of June 5,1979, the faculty had an enrolment of 400 students in
both internal and external study programs. By 1979, 179 students had
successfully graduated from the faculty in both internal and external
form of study, with 81 graduates earning the degree of Doctor of Social
and Political Sciences (RSDr.?*), the faculty trained more than 300 stu-
dents in one-year courses, and more than 3,000 students in short-
term courses.”® By 1979, education was carried out exclusively in the
field of study Ideological Work of the Party, however, as stated in the
report, education in two more fields of study was being prepared: Eco-
nomic Policy and Party Management and State Administration. The fac-
ulty provided 12 forms of short-term courses, of which 5 were nation-
wide.”® The quality of the teaching process, which took place in the
form of lectures, seminars, exercises, students’ independent work
and consultations, was also regularly monitored. In the teaching pro-
cess, the emphasis was placed on seminars and exercises, as well as on

23 Uznesenie z 80. schddze Predsednictva UV KSS zo diia 5. 6.1979 [tr. Resolution
from the 80th meeting of the Presidium of the CC CPC from June 5,1979]. Fund
of the Faculty, A-02, box 1, vol. 2. SNA.

24 The academic degree RSDr. (Lat. rerum socialium doctor, Slov. doktor socidlnych vied,
Eng. Doctor of social sciences, and since 1980, doktor socidlno-politickych vied [doc-
tor of social and political sciences], so called “small doctorate degree”) is an aca-
demic degree awarded to graduates of schools of political focus during the period
of the communist regime in Czechoslovakia who completed their studies with
arigorous exam. It used to be a target of many jokes and explanations of pejora-
tive nature. The best known one: RSDr. — in the Slovak language “rozhodnutim
strany doktor” (tr. by the decision of the party a doctor).

25 Uzneseniez 80. schodze Predsednictva UV KSS zo dfia 5. 6. 1979 [tr. Resolution from
the 80th meeting of the Presidium of the CC CPS from June 5,1979], Priloha IIL. [tr.
Attachment I1I], Informativna spréva o ¢innosti Fakulty Vysokej §koly politickej
UV KSC v Bratislave a ndvrhy na jej dal$f rozvoj a perspektivy [tr. Informative re-
porton the activities of the Faculty of the Political Institute of the CC CPC in Brati-
slava and proposals for its further development and perspectives]. Fund of the
Faculty, A-02, box 1, vol. 2, pp. 1-2. SNA.

26 Ibid., pp.2-3.
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individual work, which was meant to lead to the development of the
students’ activity. Pedagogical-Methodological Cabinet was estab-
lished with the task of improving methodology and modernizing teach-
ing. During this period, instruction was mainly conducted by internal
faculty members, although some teaching continued to be carried out
by external staff from the Political Institute of the CC CPCin Prague and
external experts with extensive experience from the CC CPC, CC CPS,
the Institute of Marxism-Leninism of the CC CPS in Bratislava, sci-
entific research institutes of the Slovak Academy of Sciences, and Brati-
slava universities. As of June 1979, the faculty had 70 teachers, includ-
ing 5 professors, 10 associate professors, 52 research assistants, and
3 assistants (1 with DrSc.”’, 20 with CSc.?®).”® As of December 31,1985,
the total number of the faculty’s teaching staff was 101, including 9 pro-
fessors and 27 associate professors with CSc., 7 professors and associ-
ate professors without CSc., 16 research assistants with CSc. and 37 in
postgraduate studies, 5 without CSc. outside postgraduate studies
(including 4 DrSc.).*® A comparison of the faculty’s teaching staff in
the mentioned yearsisin Table no. 1. The report also states that despite
improvements in political education between 1971 and 1976, by the end
of 1976, only 19,8% political workers of the communist party had uni-
versity political education; 26.2% completed short-term courses and
6.9% had basic political education.”’ Of the total number of nomen-
klatura cadres, approved for positions between 1971 and 1975, only 25%

27 DrSc. (Lat. doctor scientiarum, Slov. doktor vied) is a title awarded after the defense
of a dissertation. Together with the title CSc., it formed a pair of scientific degrees
in Slovakia, where DrSc. represented a higher title. It has been awarded based on
significant scientific achievements only to exceptional individuals since 1953 to
the present.

28 CSc. (Lat. candidatus scientiarum, Slov. kandiddt vied) is a title awarded after the
defense of a dissertation, used in Slovakia from 1953 to 1996.

29 Ibid., Priloha IV [tr. Attachment IV].

30 Zasadnutie Kolégia dekana 3.1.1986 [tr. Dean’s collegium meeting], Materigl
k bodu Zhodnotenie vysledkov a dalsie perspektivy zvySovania kvalifikdcie [tr.
Material to the point Evaluation of results and further perspectives of improve-
ment of qualification]. Fund of the Faculty, A-01, box 10. SNA.

31 1Ibid, p. 10.
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of workers graduated from higher forms of political education (includ-
ing the Evening University of Marxism-Leninism), which is only 28.4%
of the total nomenklatura.>

Table No. 1. Comparison of the faculty’s teaching staff in June 1970 and December 1985.

Position June 1979 December 1985
Professors 5 9
Assoc. professors with CSc. 10 27
Professors and Assoc. professors _ 7
without CSc.
Research assistant with CSc. 20 16
Research assistant without CSc. 32 -
Research assistant in postgraduate

A - 37
studies
Research assistant outside post- _ 5
graduate studies
Assistant 3 -
Total number 70 101

In addition to pedagogical and scientific activities, propagandist and
lecturing activities for the purposes outside of the faculty represented
an important component of the agenda of the faculty. “Over the past
three years, teachers delivered over 5,000 hours of lectures as part of
the propagandist activities. During the same period, they published up
to 200 propagandist works in party publications, radio, and television.
They actively participate in the preparation of background studies for
party bodies, departments of the CC CPS and lecturing groups. In just
thelast two years, they have prepared 82 materials for these purposes.”*®

In accordance with the resolution of the Secretariat of the CC CPC
dated September 16, 1980, the faculty became a training centre for
education of scientific aspirants in five scientific fields: dialectical and

32 Ibid.
33 Ibid, p. 6.
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historical materialism, political economy, theory of scientific commun-
ism, general history (with the focus on history of international revolu-
tionary and communist movement, and history of the Communist
Party of the Soviet Union), and Czechoslovak history and history of the
CPC.>* From 1988, the faculty provided scientific postgraduate stud-
ies also in the field of economic policy of the CPC and Marxist-Lenin-
ist sociology. The possibility of scientific postgraduate studies and
improvement of the qualification structure of the faculty established
the prerequisites for the Scientific Council of the Faculty of the Polit-
ical Institute of the CC CPCin Bratislava to be granted the authority to
award the scientific degree DrSc. in the following fields: history, sci-
entific communism, Marxist-Leninist philosophy, and political eco-
nomy. Beginning in September 1,1988, new study plans and programs
approved by the Presidium of the CC CPC on January 6, 1988 started
to be carried out. Also, two-year external postgraduate form of study
began to be implemented.

In accordance with the concept of development of the faculty out-
lined in 1979, after the completion of building processes of the first
part of a new building, the plan was to admit 50 internal students and
60 external students annually. This would result in 500 graduates of
the internal study and 600 graduates of the external study, totalling
1100 graduates by 1985. Following the completion of the initial phase
of the building, the plan was to increase the number of internal stu-
dents to 70 to 80 annually, the same held for external students; thus,
around 2,000 students were supposed to graduate from the faculty in
regular studies by 1995. Considering the special one-year courses, the
plan was to train 1,100 internal students and 900 external students
by 1995, along with around 13,000 students in the short-term courses.

34 AS$pirantsky poriadok Fakulty Vysokej §koly politickej UV KSC v Bratislave zo diia
1.9.1986 [tr. Postgraduate regulations of the Faculty of the Political Institute of
the CC CPCin Bratislava from September 9,1986]. Fund of the Faculty, A-01,box 1,
SNA. The studies of political economy or history were possible at other universit-
ies as well; however, their content here was entirely subordinated to the needs of
the Communist Party.
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Around 800 students were anticipated to be trained in the postgradu-
ate form of study.*

Conditions for Admission of Students and Care for Students

Regarding the selection of students, the Secretariat of the CC CPC
approved Zdsady vyberu a rozmiestriovania posluchdcov Vysokej Skoly
politickej UV KSCv Prahe, jej fakulty v Bratislave, pripojenyich kurzov a Vyso-
kej stranickej Skoly KSSZ v Moskve [tr. Principles of Selection and Place-
ment of Students of the Political Institute of the CC CPC in Prague,
its Faculty in Bratislava, Affiliated Courses and the Party College of
the CPSU in Moscow]| (further on Principles) on September 28, 1971.
According to the Principles, the selection of the students had to strictly
adhere to the “criteria of class, political awareness, loyalty to social-
ism, Marxism-Leninism and principles of the proletarian internation-
alism” (Principles, p. 1). For regular university studies (four-year and
five-year studies), the selection was made from the leading political
workers of the district and regional committees of the party, the Central
Committee of the CPS and CPC, who have proven themselves in prac-
tice; workers of party bodies who were prospectively considered for
these positions or who were capable of performing responsible posi-
tions in the state administration, mass and social organizations, the
press, radio and television; the proven workers from the field of the
Socialist Youth Union (further on SYU); but also from conscious and
talented workers — officials, directly from the factory. The admission
conditions were as follows: completed secondary school education
with a school leaving examination diploma (in the case of comrades
who could no longer pursue this study, completion of a preparatory

35 Uznesenie z 80. schodze Predsednictva UV KSS zo diia 5. 6.1979 [tr. Resolution
from the 80th meeting of the Presidium of the CC CPS from June 6,1979], Priloha:
Informativna sprava o &innosti Fakulty Vysokej $koly politickej UV KSC v Bratis-
lave a ndvrhy najej dal$i rozvoj a perspektivy [Attachment: Informative report on
the activities of the Faculty of the Political Institute of the CC CPC in Bratislava
and proposals for its further development and perspectives], Fund of the Faculty,
A-02,box 1, vol. 2, p. 12. SNA.
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course for studying at the Faculty and successful passing of entrance
exams were required instead), at least five years of membership in
the CPC (exceptions were only allowed for members of the SYU up to
25 years of age, where a three-year membership in the CPC was suf-
ficient), experience in execution of party and public roles and age up
to 40 years’® (cf. Principles, pp. 5 and 6). “With all students, their per-
spective and envisaged way of their political alignment must be cla-
rified before their enrolment. Students admitted to studies commit to
taking on roles according to party’s need after they graduate” (Prin-
ciples, p. 6). The admission of students was determined by the Secre-
tariat of the CC CPCbased on proposals from the party’s regional com-
mittees and the Central Committee of the CPC. The proposals had to
be accompanied by comprehensive personnel materials and a med-
ical report on health status. Postgraduate students typically had to
have completed university education, be politically active in party and
public functions, and be under 50 years of age. The Secretariat of the
CC CPC decided on the placement of all graduates.

Regarding the selection of students for year-long specialized
courses, decisions on their admission were made by the Secretariat of
the CC CPC. The admission criteria were as follows: at least five years
of membership in the party, age up to 40 years of age, and a minimum
of two years of experience in party work or work in the SYU, or other rel-
evant civic organizations. Proposals for students for short-term courses
were submitted by the regional committees of the party to the politi-
cal-organizational department of the CC CPC no later than two months
before the start of the course. In the case of short-term courses last-
ing longer than 3 months, the participants were approved by the Sec-
retariat of the CC CPC; proposals for students for courses shorter than
3 months were approved by a committee composed of representatives
from the political-organizational department of the CC CPC, the propa-
ganda and agitation department of the CC CPC, the Political Institute

36 Inthe case of students admitted to external study, it could also involve older stu-
dents, but up to a maximum age of 40 years.
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of the CC CPC, supplemented by a representative from the department
of the CC CPC for which the course was organized (Principles, p. 8).

The students of the faculty and their family members were provided
with comprehensive care, which, based on the experience from the ini-
tial years of the activities of the faculty, was transformed to a written
material entitled Program komplexnej starostlivosti o posluchdcov a pra-
covnikov Fakulty UV KSC v Bratislave na roky 1989-1990 [tr. Compre-
hensive Care Program for Students and Staff of the Faculty of the CC CPCin
Bratislava between 1989 and 1990].%" The care was provided by the fac-
ulty in cooperation with the Faculty Committee of the Revolutionary
Trade Union Movement. As the regular internal study at the Faculty
had aresidential nature, the program also regulated the basic condi-
tions of accommodation and life of students in the faculty’s dormi-
tory. The program included care for students in the following areas:
work and living conditions and environment; care for the conditions of
study, accommodation, and the life of students in the faculty’s dormi
tory; care for meals, recreation, physical education, and sports; care
for cultural and social life; care for women and children; care for the
housing matters of students; social welfare.

Change in Political Conditions and the Closure of the Faculty

There is no indication in the archival materials and reports that the
Faculty would have responded to the policies of restructuring (orig.
perestroika), which can be observed with the beginning of leadership
of Mikhail Gorbachev in 1985. Some members of the KSC leadership
considered restructuring a Soviet specificity that could not be consis-
tently applied to the Czechoslovak conditions. However, the KSC could
not completely resist the application of the new pro-reform policy and
glasnost also emerged in Czechoslovakia on alimited scale. Expressions
such as ‘decentralization’ or ‘democratization’ appeared in the public

37 Program komplexnej starostlivosti o posluchd&ov a pracovnikov Fakulty UV KSC
v Bratislave naroky 1989-1990 [tr. Comprehensive Care Program for Students and
Staff of the Faculty of the CC CPC in Bratislava between 1989 and 1990]. Fund of
the Faculty, A-01, box 1, vol. 1. SNA.
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space. At the beginning of 1987, the document Principles of Restructur-
ing of the Economic Mechanism in Czechoslovakia (Strougal & Jakes,
1987) was published, and these principles became the basic starting
point for the reconstruction of Czechoslovakia. Public dissatisfaction
grew, because the problems felt by the public were also reported in the
party press (McDermott, 2015).

The events of the Velvet Revolution marked the end of the total-
itarian regime and the political primacy of the Communist Party in
Czechoslovakia. By the resolution of the 2nd meeting of the Executive
Committee of the CC CPC on January 27,1990, the activities of the Polit-
ical Institute, including its Faculty in Bratislava, were terminated. The
management of the Faculty responded to this resolution at its meeting
on January 29, 1990, where decisions related to the liquidation of the
faculty, discontinuation of education in various grades, and termina-
tion of employment contracts with staff were adopted.*® The activit-
ies of the faculty were terminated on August 31,1990.

Conclusion

Collectivist ideologies reject seeing society as a result of free actions

of individuals and specific human conduct (Schama, 1989) because it
allows overlooking the responsibility of specific actors governing the

given society. Bertrand Russell (2004, p. 23) asserts, “We have too read-
ily assumed thatif a man acquires certain abilities through knowledge,
they will use them in a way thatis socially beneficial.” This factis con-
firmed by the results of the presented research. The concept of political

education is still politicized in Slovakia, which is a result of the com-
munist era. Historians and historians of education have focused on

researching political education in the given period only in recent years.
Dealing with the legacy of totalitarian regimes and totalitarian educa-
tion, through which entire generations were ideologically indoctrinated,
is not easy. This historical context of political education contributes

38 Zépisnica z porady vedenia fakulty diia 29. 1. 1990 [tr. Minutes of the faculty
management meeting, January 21, 1990]. Fund of the Faculty, A-01, box 9. SNA.
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to the fact that the term politics or political education itself has sig-
nificantly negative connotations in Slovakia, closely resembling the
meaning of indoctrination.

Archival sources

Fund of the Faculty of the Political Institute of the Central Committee of the
Communist Party of Czechoslovakia, part A-01. Slovak National Archive.

Fund of the Faculty of the Political Institute of the Central Committee of the
Communist Party of Czechoslovakia, part A-02. Slovak National Archive.
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Abstract The purpose of this article is to
identify the roots of the phenomenon known
as Sovietization, and to explore its implemen-
tation in Polish education and pedagogy.

In Poland (and other countries of Central and
Eastern Europe), which was left in Stalin’s
sphere of influence as a result of the confer-
ences at Yalta (February 4-11,1945) and Pots-
dam (July 17, 1945 — August 2, 1945), Sovieti-
zation is a painful page of history. Understood
as the imposition of economic, social, and cul-

tural solutions modeled on Soviet Russia and

then the USSR, combined with communistin-
doctrination, it had negative consequences for education and pedagogy. These effects

resulted from the anthropological and cultural assumptions of Sovietization, which

were implemented in education by the creation of a new paradigm of knowledge about

education — socialist pedagogy.

The history of Sovietization in Poland had two politically distinct stages. It operated

1) during the period of Polish independence (1918/20 —1939) and 2) during the period

of communist enslavement (1945-1989). In the first period, the influence of commun-
ism was limited. The second stage, which represents an interesting and at the same

time cruel experience of the Poles, demands greater attention from historians.

Keywords  Sovietization, ideological terror, Sovietization in Poland, Sovietization in
education, Soviet pedagogy, socialist pedagogy

The Roots of the Term and the Phenomenon

The term ‘sovietization’ is of Russian origin [from Russian coBeT
(soviet) — council], but its actual roots reach back to the tradition of
the structures and operations of the international communist move-
ment. The colloquial association of sovietization with Russia is war-
ranted only superficially, being connected with the political upheaval
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inspired by the movement known as the October Revolution of 1917.
Subsequent to its victory, the name of the newly created state that
emerged from Russia began to be used as Sovetskaya Rossiya — Soviet
Russia; Sovietskiy Soyuz — Soviet Union (Rosja Sowiecka, in: Encyklope-
dia PWN). The councils (CoBeTbl), as the structures that managed the
various roles of the state, were mostly workers’ councils that represen-
ted the working class, since the Marxists of the nineteenth and first half
of the twentieth centuries took this social group to be their proletariat.

The councils (soviets) operated in many European countries in
which a Marxist-inspired socialist movement developed. In Germany,
for example, a sailors’ revolt broke out in Kiel in November 1918. Sol-
diers seized the city; the rebellion was supported by workers, follow-
ing which the revolutionaries formed the soldiers’ and workers’ coun-
cils in the city they controlled. The All-German Congress of Councils
was then formed, and the Bavarian Republic of Councils came into exis-
tence. And although the November Revolution of 1918 in Germany was
ultimately unsuccessful, its structures in the form of workers’ and sol-
diers’ soviets are a historical fact. The significance of the soviets inten-
sified as the Red Army approached Warsaw in 1920 (Nowak, 2020),
and the leaders of Soviet Russia announced their willingness to “shake
hands” with their German comrades following their march “through
the corpse of white Poland”.

The delegate councils of the socialist (communist) movement were
also active in Belgium, where a number of parties of Marxist origin were
established at the time. In Poland, they were active before the regaining
of independence in 1918 within the left-wing parties the Social Democ-
racy of the Kingdom of Poland and Lithuania (SDKPiL) and the Polish
Socialist Party-Left (PPS-Lewica), as well as after WWIL.

In Russia, councils of workers’ delegates were originally formed
during the 1905/1907 revolution, mainly to manage strikes in factories.
They were liquidated by the police before 1907 but revived during the
February Revolution of 1917, mainly as the Councils of Soldiers’ Del-
egates, and by July of that year, they became an element of the two
powers in Russia, i.e. the Provisional Government and the Councils of
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Delegates. Initially, the councils were led by the representatives of the
Socialist Revolutionaries and the Mensheviks. After the October coup,
they were taken over by the Bolsheviks' and then, under the dictates
of the Executive Committee of the Councils of Workers’ and Soldiers’
Delegates, the seizure of power in Russia was announced.” In the struc-
ture of power, a soviet was the basic unit which gave the impression of
the power being taken by the people.

All this leads us to the claim that the Councils of Workers’ Dele-
gates (also of Soldiers’ and Peasants’) known as soviets were politic-
ally representative institutions used by the Marxists associated with
the Communist International. In fact, hardly any European country
managed to avoid an invasion of the international communist move-
ment and the impact of its powerful structures in the form of soviets.

Despite the clearly international status of the communist (Marx-
ist) movement and its organizations, its effects — in the form of sovi-
etization — are commonly attributed to Soviet Russia.’ Sovietization
is thus understood as the process of the USSR (as the Russian state)
imposing upon the countries of Central and Eastern Europe, which
were dependent on it as a result of the Yalta agreements, of its political
forms, institutions of publiclife and the model of social and individual

1 Theterm “Bolshevik” originates from Lenin’s work. In 1903. “at the Brussels-London
congress of social democrats he brought about a split into Mensheviks (miefisze —
less) — those who were in the minority and Bolsheviks (bolshe — more), those
who had the majority” (V. Lenin, State and Revolution, 1919, p. 100, quoted after
Szymariski, 1920, p. 7).

2 The Bolshevik government in Russia consisted of the Council of People’s Com-
missars; after the October Revolution the Councils of Peasants’ Delegates (RDCh)
were formed; from March 1918 the delegates’ councils were called the Councils
of Workers’, Peasants’ and Red Army Delegates ([cit. 2021-08-16]. Available at:
https://encyklopedia.pwn.pl/haslo/Rady-Delegatow-Robotniczych;3965574.html.)

3 In 2010, Walicki wrote the same as Szymariski did in 1920: treating the Soviet
Communists “as heirs of the French Revolution and executors of the testament
of its radical wing (as Richard Léwenthal, for example, does) is not unfounded”
(R. Lowenthal, 1988). Beyond the “Institutionalized Revolution” in Russia and
China. In The Soviet Union and the Challenge of the Future, Vol. 1, New York, p. 14
(after Walicki, 2010, p. 127).
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life inherent in the ideological doctrine of Marx—Engels—Lenin—Stalin

(MELS), aimed at creating a “new man” and a “new civilization”. The

process itself, understood in this way, was to lead to the lasting sub-
ordination of the countries placed by the anti-Hitler coalition at the

Yalta Conference under the “protection” of the communist center of
Moscow, and to their ideological unification (Sowietyzacja, in: Ency-
klopedia PWN). This act of placing central Europe “under Stalin’s pro-
tection” is sometimes seen as of a gesture of payment for the Soviet
Union’s war effort, whereas in all truth, it was a violent expansion of
the international communist movement’s sphere of influence, without
the consent of the central European countries.

Since Russia was the first country in which the communists suc-
cessfully seized power, the gradual domination of the MELS ideology in
the region began to be seen as Russian in origin. This colloquial associ-
ation is as obvious as it is essentially untrue, as was the recognition of
countries such as Poland, Hungary, Romania and others as commun-
ist states by international communities. The whole fallacy of this cat-
egorization can be explained in terms of the nations under Soviet rule
fighting for many years against the imposed communist power and
its ideology, Poland being a leading example. As already mentioned,
the real sources of sovietization lie in the operations of the commun-
ist internationals, not Russia as a nation-state. After all, it was under
the aegis of international socialism /Marxism/ communism thatit was
not only possible to successfully execute a revolution in Russia (and
later in China), but also to start a process of sovietization in Central
and Eastern Europe and, in the popular perception, shift the blame for
the degrading crimes committed by the international communists onto
the Russian people®. Another issue is the presence of representatives of
this nation among core communists, which could be down to strong

4 The 1917 revolution “imported” in an armored train (Moskata, 1920) also had its
Russian background perfectly described in: J. Kucharzewski, Od biatego caratu do
czerwonego [From White to Red Tsarism] Vol. I —1923, Vol. 2 — 1925, Vol. 111 - 1928,
Vol. IV —1931, Vol V — 1931, Vol. VI — 1933, Vol. VII — 1935, Warsaw: Wydawnictwo
Kasy im. J. Mianowskiego.



Historia scholastica 2/2024 10 Studie Studies 207

beliefs but also fear and many other reasons, as well as the strength
of the resistance against sovietization — an example of which can be
found in Alexander Solzhenitsyn “The Gulag Archipelago 1918-1956”.
Such a diagnosis can be found in the analyses of the Polish Soviet-
ologists of the interwar period, with the prevailing view that the Octo-
ber revolution of 1917 consisted in the enactment of Marxist ideology
with the aim of creating a communist system, which was accomplished
with the participation of German plans and money, and Swedish banks.
It was also suggested that it was an experiment by Western socialists,
into which the Russian people fell in a situation of their government
being weak and the country devastated by war, and that the “liberators”
succeeded in sacrificing the Russian nation for the verification of the
Marxist vision of the world (Szymanski, 1920, p. 3; ibid, 1939, p. 444)°.

Anthropological and Cultural Dimensions of Sovietization®

Bolshevism interpreted man and man’s nature from a materialistic
and naturalistic viewpoint, rejecting all religiosity and the realm of
the spirit, which the Bolsheviks deemed unfounded and redundant.
Man was merely a tool of history with its creative economic factors.
The Bolsheviks argued that man is by nature a creature of revolution,
continuous struggle and always in the process of ‘becoming’, and that
revolution itself was an organic law of the world and life. Critics of
Bolshevism pointed out that these anthropological assumptions are

5  AntoniSzymariski published the analysis of documents included in the collection:
Spisek niemiecko-bolszewicki. Dokumenty, dotyczgce zwigzku bolszewikdw z niemieckim
naczelnym dowddztwem, wielkim przemystem i finansami oraz reprodukcja fotograficzna
dokumentéw [German-Bolshevik Conspiracy. Documents, concerning the Bol-
sheviks’ connection with the German high command, bigindustry and finance, and
a photographic reproduction of the documents] Warsaw, 1919 (Szymarski, 1920,
p- 3). In 2010 Walicki writes that Lenin’s treatise State and Revolution served ,as
an explanation and legitimization of the communist experiment in Russia” (Wa-
licki, 2010, p. 125); he also says, “we regard with distrust those who remind us of
this obvious fact” (ibid., p. 123).

6  The remainder of this chapter is a compilation of content from my publications
mentioned in the bibliography.
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not without their axiological consequences. In revolution, as defined

by Bolsheviks, truth and all norms leading to the spiritual develop-
ment of man are lost (Kosibowicz, 1937, p. 122). Although these presup-
positions do not work in a positive sense, they have practical implica-
tions, as they consider individuals to be without volition. On this view,
humanistic values are abandoned along with the idea of man as aninde-
pendent, self-conscious, searching and responsible being. Such was an

inevitable consequence of historical materialism, mainly because in

Bolshevism (communism) only economic relations are conceived of as

the determining factor, while man alone is, and continues to be seen

as, next to nothing (Szymariski, 1937, pp. 231-232). Even though Marx

recognizes the influence of man and the institutions created by man

in the course of history, he sees them as secondary factors, because

the assumption of complete determinism (“existence determines con-
sciousness”) is paramount, economic determinism being its variant
(Szymariski, 1937, p. 232).

Polish criticism of Bolshevism recognized the fact that the collec-
tive was supposed to be the only reality, and within the collective, the
individual was to be entirely deprived of privacy, even in the psycho-
physical sphere. People were to think like the collective, feel like the col-
lective, and act like the collective. Collective thinking was augmented
by the loss of private ownership and the introduction of shared prop-
erty. These rules were applied in schools, organizations and workplaces.

Sovietization also affected the family and morality. Bolshevik doc-
trine opposed both, and argued for the redundancy of the family. This
was drawn directly from Marx’s Capital (1867), where he argues that
the family is an “obvious absurdity” in its Germanic-Christian formula
regarding socialization into social roles and child rearing. This was
reiterated by Engels in The Origin of the Family, Private Property and the
State (1884), where he claims that monogamy is linked to private prop-
erty, which means that when the ownership of the means of produc-
tion is shared, the family loses its raison d’etre; child-rearing becomes
a public affair, and love finally regains its freedom (Szymariski, 1937,
pp- 240-241). Following this, in Soviet Russia, divorce laws were liberal -
ized as early as November 1917, and abortion on demand was introduced.
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Children were provoked to make ideologically critical statements about
their parents, which resulted in loss of employment, imprisonment, or
internment in a labor camp. This created a 7-9-million-strong army
of “biezprizorni” — homeless children without care, which persisted
in these numbers for many years, despite the drastically high mor-
tality rate. Prisons for children were common. The death penalty was
applied to 13-year-olds, and reportedly also to 10-year-olds (Podoleriski,
1938, pp. 241-242).

Culture, as desired by the Bolsheviks, was to be international and
ultimately nation states were to be abandoned. This was a culture of
struggle and, as a new form, was to create a better world. Szymariski
refers to this hope, along with many other Marxist claims behind mate-
rialism and militant atheism, as ‘unjustified’. The concept of godless-
ness was crucial to Bolshevism; they even issued a Moscow-published
periodical called ‘Bezbozhnik’ (Godless). Atheism was considered to
be a direct consequence of dialectical materialism and combined with
a materialistic interpretation of the world, it was to create a new “reli-
gion” whereas, as Szymariski says, in fact “ithasits dogmas that require
faith, its infallible masters and books that are interpreted by the rul-
ing group” (ibid., pp. 221-223).

The newly proposed “religion of socialism” was programmati-
cally a religion of hatred, its symbol being the outstretched fist (ibid.,
p- 225). The word “hatred” was promoted as the second most impor-
tant word after “exploitation”. Polish magazines often quoted Soviet
examples of the promotion of hatred in order to abolish exploitation.
The need for the idea of hate, speech and practice of hatred was pro-
claimed. Their application at school was made effective by the activ-
ists of pioneer and Komsomol organizations, who evaluated teachers
and used their position to marginalize any demands made by teachers.
A comprehensive critique of the culture of communism (Bolshevism)
cannot be conclusive because the communists either lack the final vi-
sion, or it is altogether infantile. They simply lack a description of the
paradise to be achieved. Polish critics of Marxism argued that the West
‘practiced’ Marxism theoretically, but actually practiced it in the East.
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Although the young General Tukhachevsky dreamtin 1920 of reach-
ing “red Paris”, owing to the Polish army he did not even reach Berlin;
neither did Lenin and Stalin reach Prague, Vienna or Rome (Nowak,
2020). In the context of sovietization, the Molotov-Ribbentrop Pact
of August 1939 is a pact of red and brown socialisms. Soon, in 193945,
Nazism in its expansion into Central and Eastern Europe left Bolshe-
vism behind in spreading evil, even though the latter came back to
power after WWII, with the support of the Marxists, including the
Frankfurt School intellectuals, and took possession of Central and
Eastern Europe.

Implementation and Stages of Sovietization

For critics of Bolshevism, sovietization meant the loss of the cultural
unity of Europe, including its philosophical, social and political concord,
thus leading to the destruction of Latin civilization. As a global under-
taking, it meant that Russia, conquered by the Bolsheviks, became the
center for the worldwide expansion of communism.

The implementation of sovietization in the countries of Central
and Eastern Europe, including Poland, began immediately after the
victory of the October Revolution. It took place in stages and in par-
ticular forms. In Poland itself, two politically distinct phases can be
distinguished: the period of the Second Republic (1918-1939) and the
time after WWIL. In the former, the Polish state successfully resisted
the official Bolshevik line, while in the latter sovietization became the
political program of the government as “presented to” Poland.

The first stage began with Lenin and his comrades (Trotsky, Stalin,
Kamenev) deciding, as early as 1918, to attempt the military conquest
of Europe and to break through to Germany, marching, as already
noted, “through the corpse of white Poland”. To unite with the Ger-
man socialists, the Western Front of the Red Army was formed in the
fall 0f 1918, occupying successive lands abandoned by the German army.
In Lithuania, Belarus and Ukraine, the Bolsheviks immediately formed
communist governments. A Soviet government for Poland was also
established in Moscow. Michal Klimecki argues that Bolsheviks had
an idea to create a Bolshevik Republic on the lands of central Poland.
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In order to carry out the project, a Polish Bureau (Polbiuro) was set

up in Moscow on July 19, 1918, with Feliks Dzierzyriski, Julian March-
lewski, Feliks Kon, Edward Préchniak, and Jézef Unszlicht declaring

themselves the Provisional Revolutionary Committee of Poland (Pol-
ish abbreviation: TKRP). The group was to become the revolutionary
authority until the seizure of Warsaw by the Red Army. Its defeat in

a clash with the Polish Army in the Battle of Warsaw (August 1920)

caused the TKRP to cease its activities and change its membership,
and the Central Committee of the All-Russian Communist Party (B) —
RKP(b) — directed it to undertake covert tasks related to the sovietiza-
tion of Poland (Klimecki, 2016). After losing the war 0of 1920", commun-
ists who stayed in Moscow did not rest in their ideological efforts to

make a win, while sovietization in Poland focused on unofficial influ-
ence and external interference in the life of the Polish state.

The first stage of Sovietization was almost ineffective due to the
resistance of Catholic Polish society. The memory of the victims of
the war with the Bolsheviks (1920), the information reaching Poland
about the cruel methods of Bolshevik operation in Soviet Russia, the
anti-Bolshevik influence of the Catholic Church, the anti-Bolshevik
attitude of the governments of the Second Polish Republic — all this
resulted in a decisive blockade of Sovietization.

In the second stage, after World War II, the implementation of sovi-
etization or MELS ideology [various researchers including Hejnicka-
Bezwiriska (2015) put an equal sign between the two] in the countries
called the Countries of People’s Democracy (KDL), including Poland,
became possible with the rule of terror and an unimaginable number
of victims. This took place not only prior to Stalin’s death (1953), but

7  Sovietization past the “corpse of white Poland” would mean not only the fall of Po-
land, but also the spread of Bolshevism throughout Europe. Pilsudski anticipated
it by directing Polish offensive to Kiev, but under the pressure of much stronger
Red Army, the Polish army had to retreat. The Polish government’s plea for help to
the Western powers met with hostility, mainly from British Prime Minister David
Lloyd George, who aimed for an agreement with Soviet Russia and was willing to
sacrifice Poland for this purpose (see A. Nowak, 2016; 2020).
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also later (Poznan — June 1956; the Hungarian and Polish Octobers of
1956). The people who lived in the countries under Stalin’s “protection”
were left alone by the international community, labelled “commun-
ist” and condemned to brutal methods of abuse and destruction by
Marxists.® Its essential element was the destruction of the social fab-
ric. In addition to physical destruction, devastation occurred through
wage policy, access to higher education, and distribution of goods.
In Poland, most affected were those who resisted the new ideology,
including the landed gentry, patriotic aristocracy and intelligentsia,
national, Catholic and conservative circles, and all those who in any

way voiced their criticism.

Protection of Poland against Sovietization in 1920-1939

Thereal invasion of sovietization began after the Red Army lost the war
against Poland in 1920 (Podoleriski, 1928; Kostkiewicz, 2020). Polish
protective and preventive actions took place in terms of:

—intelligence and counterintelligence;

—official cultural policy deprecating Marxism and Bolshevism. As part of
this, criticism of communism, led by the Polish state and its institutions
and the Catholic Church in Poland, was developed through academic
research and journalism via the creation of sovietological research;

— the dissemination of knowledge by the Catholic Church within the
framework of Catholic social teaching, and humanists about the threats
to spiritual life and morality posed by communism.

Soviet agents, embedded in interwar Poland, and their methods
of operation were identified and recognized through the work of intel-
ligence and counterintelligence. These facts are known to contempo-
rary historians (Kotakowski, 2000), particularly that “the Soviet spe-
cial services conducted intensive intelligence and sabotage work on
the Polish territory. Especially dangerous were espionage actions orga-
nized by military intelligence. (...) It had atits disposal large financial

8 In this way, the 390,000-strong Home Army, the largest underground fighting
organization in world history, was exterminated in Poland. Its last Polish soldier
was killed by an UB bullet in 1963.
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resources and consistently realized tasks entrusted to it by the General
Staff of the Red Army. Military intelligence residences were designed as
long-term, planned activity on the territory of the Polish state. For this
purpose, the Intelligence Board directed agents from distant countries,
such as the United States or Great Britain, to Poland. (...) Since mid-
1939 the intensification of USSR intelligence was connected with pre-
parations for the aggression against Poland” (Ibid., pp. 22-23). Polish
intelligence responded counter-offensively (the work of military intel-
ligence and counterintelligence will not be discussed further here). In
addition to these services, resistance to sovietization was put up by
means of press and literary agitation, cinema, and training courses con-
ducted by various organizations and associations, and also by schools.

The cultural policy of the 20 years between the world wars was
also anti-communist. Just as the expansion of sovietization was carried
out by the communists from Moscow with the use of a large number
of books and the press, Polish culture responded with anti-communist
and anti-Bolshevik publications. Within this framework, one can dis-
tinguish texts published in magazines such as: Prgd (the magazine of
the Catholic Academic Youth Association “Odrodzenie”), the Przeglgd
Powszechny [General Review] of the Krakow Jesuits, the Silesian Chowan-
na, the elite magazine Kultura i Wychowanie [Culture and Education],
the patriotic-national Kwartalnik Pedagogiczny [Pedagogical Quarterly],
the Ateneum Kaplaviskie [The Priests’ Athenaeum|, Miesigcznik Katechety-
czny i Wychowawczy [Catechetical and Educational Monthly Magazine],
Przeglgd Filozoficzny [Philosophical Review|, Problemy Europy Wschod-
niej [Problems of Eastern Europe], Biuletyn Instytutu Naukowego [Bul-
letin of the Research Institute], Badania Komunizmu [Research on Com-
munism)], Przeglgd Socjologiczny [Sociological Review], and Problemy
Europy Wschodniej [Problems of Eastern Europe] published from January
to September 1939. Also series of monographs entitled Komunizm bez
maski [Communism without a Mask] was also launched in Krakow. In
addition to the academic/cultural texts, contemporary anti-Bolshevik
articles were published in the press of a Catholic and patriotic profile
(Kostkiewicz, 2020).
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In the academic sphere, in 1930 Poland established the Research
Institute of Eastern Europe at Vilnius University (Kornat, 2000), and
in 1931 the Scientific Institute for the Study of Communism in Warsaw,
which was financed by the Ministry of Foreign Affairs. The Warsaw
center led the way in collecting documentation in Russian, conduct-
ing press reviews, presenting the accounts of Russian refugees and wit-
nesses of events, and issuing academic and popular publications. It
was created for academic research on communism to make sure that
the society was familiar with communist ideology, to be able to coun-
teract its expansion. After 1936, the Institute was mainly engaged in
anti-communist propaganda. J. Puchalski’s work (2011) on its initiator
and vice-president, Fr. Antoni Kwiatkowski T.]., is certainly of interest.

Polish critics considered Bolshevism as a Marxist doctrine which
was subject to evolution. It was understood as intended, i.e. as an inten-
tion to create communism on a global scale (Czuma, 1930; Kosibowicz,
1937; Pastuszka, 1933; Urban, 1932; Szymariski, 1937; Wyszyriski, 1933).
Adam Krzyzanowski wrote that Lenin’s pamphlet The State and Revolu-
tion serves to justify the compatibility of Bolshevik doctrine with
Marx’s views, and that his writings were the gospel of Bolshevism
(Krzyzanowski, 1920, pp. 3—4).

The main motive of Polish critique of Bolshevism was to pro-
tect the nation from sovietization and to defend Christian civiliza-
tion. It focused mainly on criticism of the version of Bolshevism imple-
mented in Russia, but with a full awareness of the global expansion
of the Communist International. It was known, for example, that
the manifesto of alocal communist party postulating the commu-
nistrevolution and the creation of the United States of Soviet America
appeared in the US. People were aware of a slanderous campaign against
the Second Polish Republic about the alleged daily executions and
Pilsudski’s terror against the population. American communist parties
lobbied for USnon-involvementin Poland’s defense after German and
Soviet aggression in September 1939 as long as the Molotov-Ribben-
trop Pactlasted. Things changed in 1941; after Hitler invaded the USSR
the American communists, aiming at extending the communist rule,
began lobbying the Roosevelt government in the direction of ‘paying’
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Stalin for the war effort by bringing Poland and Central Europe under
his influence (Kostkiewicz, 2020).°

Sovietization in Poland after World War II

Sovietization in its next stage, after WWII, was carried out by the gov-
ernment established for Poland, with methods of implementation sanc-
tioned by supra-national arrangements'.

In Poland, sovietization was confronted by the tradition of the Pol-
ish Underground State and the struggle waged against the Germans
by the Home Army and the National Armed Forces during World War
I1. On the face of it, the goal of the independence underground was to
liberate itself from Bolshevism. After 1945, everyday life was reduced
to the protection of civilians from the NKVD and the freeing polit-
ical prisoners from communist torture, e.g. the liberation of approxi-
mately 350 inmates from the Kielce prison by Captain A. Hedy “Szary”
in August 1945, or a release of almost 300 political prisoners from
a prison in Radom by “Harnas$” in September 1945. Open battles were
also fought between partisan units and operational groups of the UB,
NKVD, militia, or the army.

The anti-Soviet conspiracy began to shrink once 35-45 thousand
soldiers took advantage of the amnesty announced in August 1945.
Its official purpose was to allow the partisans to return to normal life.
In fact, the mass independence resistance ended with the amnesty of
1947. The last soldier of the Home Army and Freedom and Indepen-
dence organization (WiN), Jézef Franczak “Lalu$”, died in 1963, which
symbolically ended the stage of armed resistance against sovietization.

9  Antonio Gramsci’s concept of the “creeping” cultural revolution emerged already
before 1937 (not changing the Marxist goals but the method). Eventually — after
the contribution of H. Marcuse and other intellectuals of the Frankfurt School —it
was called Cultural Marxism, with many variations still politically active today.

10 In 1947, leaders of 9 communist parties from countries destined for sovietization
met in Szklarska Poreba, Poland to establish the Information Office of Commun-
ist and Workers’ Parties to coordinate policies implementing the new ideology
(Hejnicka-Bezwiriska, 2015, p. 189).
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The political consolidation of sovietization in Poland was served by
legal procedures: “1) the unilateral denunciation of the Concordat by
the Government of National Unity on September 12, 1945, 2) the estab-
lishment of the Main Office of the Press, Publications, and Stage Shows
(GUPPiW) in July 1946, 3) the establishment of the Cultural and Edu-
cational Commission and the corresponding department in the Cen-
tral Committee of the Polish Workers’ Party (PPR) in February 1947 in
order to prepare the ideological offensive realized later” (Hejnicka-
Bezwiriska, 2015, p. 188). The above-mentioned and other legal acts
of the “Polish” government created the opening for the sovietization
of education and science.

Sovietization in Education
Sovietization in education began around 1948, i.e. after the initial con-
solidation of power in the military, economic, and administrative areas."

Changesin adult and secondary education were particularly signi-
ficant due to the need to fill the wartime gap in young people’s educa-
tion (Hellwig, 1986). These were met by accelerated junior secondary
school courses, which received the Ministry of Education’s guidelines
with a declaration that they were created “in consideration of the needs
of older youth, who, as a result of the occupation, suffered a long break
in education”.”

Schools and courses for adults initially resembled those of the pre-
war period, although the curriculum had been thoroughly changed.
Thus, public universities were established as knowledge-disseminat-
ing institutions along with people’s universities, and schools of social
work. Thousands of young people passed through these in the first
years after the war. As late as 1950, 84 public universities were in place
with over 10,000 students enrolled and 27 schools of social work with

11 Inthe earlier stages of Sovietization, there was no access to school education due
to the government’s policy and the attitude of Polish society.

12 Ordinance of 13. XII. 1944, L. Dz. II - 2617/44, on pedagogical care and supervision
in the so-called accelerated courses and courses for adults, quoted after (Fassel,
1958,p. 9).
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about 5,000 students (Fassel, 1958, p. 9). The authorities wanted to
endure the education of activists for social organizations, who would
remain in the service of the new ideology. Efforts were made to replace
the elites, as the order stated “to make it possible for adults who in
due time could not normally attend and complete secondary school
to make up for the shortcomings of their previous education, to facil-
itate further education, to enter universities and to have opportuni-
ties for the so-called social advancement, and at the same time, to cre-
ate the cadres of professionally educated intelligentsia”."”

The goals thus formulated in August 1945 did not yet foreshadow
the obsessive ideological offensive that emerged in middle and high
schools for adults after 1949 (KoZmian, 2002). The tasks put forward
by the authorities in 1949 already included the postulate of “prepara-
tion for work in the construction of socialism by providing a new folk
intelligentsia. The obligation to consolidate the principles of a sci-
entific worldview, socialist morality, popular patriotism, and prole-
tarian internationalism is emphasized, and therefore the need to fill
the subject curricula with ideological content” (Fassel, 1958, p. 17). This
program also involved the use of the collective to consolidate the stu-
dents’ Marxist worldview so that they would become conscious build-
ers of the socialist system.

The sovietization of education was carried out with the help of
deliberately chosen ideologizing tools, such as student self-govern-
ment, self-government activism, frequent meetings of activists and
of whole classes, student evaluation cards, a grade for ‘behavior’ for
adults, and the entanglement of teacher evaluations with suggestions
by class activists, which was in fact a form of supervision of inexperi-
enced but fanatical student activists over the teaching staff.

Letuslook at a description of this reality: “The school self-govern-
ment consisted of an executive elected (...) from representatives del-
egated by the classes, by the Polish United Workers’ Party (PZPR) and

13 Ordinance of August 29, 1945, No. VII OD-96/45 N, on the organization of junior
high schools and high schools for adults, quoted after (Fassel, 1958, pp. 9-10).
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Socialist Youth Union (ZMS) activists, and from the presidents of the

various [school] groups and teams. Meetings were held once a week

with the school principal in attendance (...). At each meeting, the class

delegates presented important events and communicated the classes’
postulates. Once a week, class meetings were held in the presence of
the class teachers — all at the same time, usually after the second les-
son on the day following the school self-government meeting. Resolu-
tions of the self-government required the approval of the Director (...).
In order to ensure the full implementation of these resolutions, social

control committees consisting of representatives of the self-govern-
ment and student activists were set up. Each class (group, team) was

visited by committee members at least once during the period (...). (...)

Animportant tool for control were the student evaluation cards kept by

the class activists, in which comments were recorded on the attitude

of each student, his/her attitude towards learning and school duties,
social work, his/her colleagues, etc. At each meeting the entries from

several cards were read and discussed; this provided a factual basis

for criticism and self-criticism, for evaluating the remedial measures

used, and for assessing the impact of individual classmates on the

moral and political atmosphere of the class. At the end of each period,
the class activist in conjunction with the class teacher determined an

evaluation of each student’s social attitude and entered it in the card”
(Fassel, 1958, pp. 41-43).

These tools of ideologization were combined with the surveil-
lance of students and teachers by the special services, which triggered
internal ideological terror'.

Sovietization also involved students’ families. The school’s sphere
of influence was broadened by inviting students to parties and celeb-
rations, by including them in excursions, collective visits to museums,
cinemas or theatres. There was also a direct ideological influence on
the workplaces of the students through the school’s participation in
cultural-educational activities, through inviting factory employees to

14 The specifics of terror varied in different countries (Kasper, 2018).
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school celebrations and parties, and through providing assistance in
organizing events.

The influence on the workplace was a deliberate transfer of expe-
riences and habits learned at school, particularly in the area of social-
ized goods, which had been already taken away from their owners, and
means of production.

Neither party organizations nor ZMP units were founded at schools
for working youth, as the students were forced to belong to these organi-
zations at the workplace. Yet PZPR and ZMP activist cells were organi-
zed in each class, as well as on a school-wide basis. Their task was to
make sure that “each member of the organization fulfilled his or her
duties in an exemplary manner and that his or her socialist attitude
(...) contributed to the proper approach towards science and social
work (...). PZPR and ZMP activists maintained contact with appropri-
ate organizations in workplaces” (ibid.).

The sovietization of education system destroyed institutions, most
often those of great merit. Thus, when members of the Folk School
Association [Towarzystwo Szkoly Ludowej], the Association of Folk
Libraries and the Polish Educational Society [Towarzystwo Czytelni
Ludowych i Polskiej Macierzy Szkolnej] came forward with a project to
establish a single, joint organization called the Society for the Devel-
opment of National Culture and Education in Poland [Towarzystwo
Rozwoju Kultury Narodowej i O§wiatowej w Polsce], the administrat-
ive authorities did not permitits registration, and in this way the enor-
mous achievements accumulated since the time of the partitions were
destroyed. The position of the authorities was dictated by the PPR’s
desire to gain full control over education and child-rearing” (Wojtas,
1995, p. 65).

Some educational institutions originating from the Second Polish
Republic did not easily submit to liquidation, due to the terms ‘folk’,
‘democratic’ being part of their names. Yet they were liquidated because
of their roots in the Polish independence tradition of the partition or
the interwar period. And so, for example, began 1947 the process of
liquidating the organisational independence of the People’s Institute
of Education and Culture [Ludowy Instytut O$wiaty i Kultury], which
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had been created in 1940 from a merger of the Institute of Adult Educa-
tion [Instytutu O$wiaty Dorostych], the Library Avisory Centre of the
Polish Librarians’ Association [Instytutu Os$wiaty Dorostych, Poradni
Bibliotecznej Zwigzku Bibliotekarzy Polskich], the Staszic Institute of
Education and Culture [Instytutu O$wiaty i Kultury im. Staszica |, and
the Association of Educational and Social Organisations [Zrzeszenia
Organizacji O$wiatowo-Spotecznych] (ibid., p. 66).

In 1949, resolutions of the 5th Plenum of the Central Committee of
PZPR resulted in the centralisation of all activities in the area of edu-
cation and culture. The enormity of the changes, and mainly of the
liquidation processes, seems unbelievable nowadays, as “all socio-cul-
tural organisations, all educational journals, all people’s universities
were liquidated” (Kargul, 1998, p. 89). The new model of an employee
of a cultural and educational institution was to be a propagandist and
agitator.

In the process of Sovietization of education in Poland after 1948,
stronger and weaker forms can be identified. Stronger forms were
related to the content of textbooks, compulsory school readings, and
ministry-controlled curricula, mainly history. These forms resulted
from government policy. The weaker element of Sovietization were
teachers — in practice, they often did not implement the recommen-
dations of the communist government; resistance to Sovietization also
came from students’ families. The factor that overall weakened Sovi-
etization was the Catholic Church. In Poland in the years 1948-1989
we have a situation of unequivocal trust in the Church and a hostile
attitude of the majority of Poles towards the communist authorities.

Sovietization in Pedagogy in 1948
Pedagogy as a science shared the fate of the humanities. Its pre-war
model and practice were questioned. The analysis of changes in ped-
agogy inspired by the Soviet version of Marxistideology can be found
in the works of many researchers (Hejnicka-Bezwiriska, 2015, 2019;
Sliwerski, 2019; Kostkiewicz, 2019).

The sovietization of the humanities and social sciences began
around 1948, following the patterns developed in the Soviet Union,
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and relying on people from the apparatus of power established by
Moscow. Among those at the forefront of change were Jakub Berman,
Adam Schaff, Zhanna Kormanova, Leszek Kotakowski, Zygmunt Bau-
man (all of them not of Polish origin), Jerzy Borejsza and others. The
year 1968 would be for many MELS functionaries an escape to a bet-
ter world and new versions of Marxism.

The meaning of these changes in the humanities and social sciences
was determined by the model of science presented by Soviet scholars
atthe London Congress of the History of Science in 1931, who spoke of
its practicality and subordination to society according to Lenin’s three
functions of practice, i.e. the source of knowledge, the criterion of its
truthfulness and the means of transforming reality, and the project of
action “N”, or the “dekulakization of science”, presented by Adam Schaff
at the plenum of the Central Committee of the Polish United Workers’
Party in April 1949 (Hejnicka-Bezwiriska, 2015, p. 195).

As a result, many highly educated scholars were removed from
the active practice of science. The transition, postulated already in
1947, “from a culture with a predominantly humanistic element to
a culture of the humanistic-technical type, actually meant the liquid-
ation of the traditionally understood humanities and a double distor-
tion of the social sciences 1) resulting from ideological indoctrination
in the teleological sphere; 2) resulting from practical instrumental-
ization” (Hejnicka-Bezwiriska, 2015, p. 199). Scientism became a model
of scholarship; it was supposed to make it possible to replace ethical-
ity with methodological correctness along with appealing to ideolo-
gical interpretation. This condition resulted in the reduction of ped-
agogy to a practical science capable of building only so-called small
theories (e.g. the theory of collective upbringing).

The replacing of the pre-war academics who had managed to sur-
vive WWII was aided by structural changes at universities. Following
the Soviet model, chairs were abolished and replaced by institutes
and departments, and the management staff was also replaced. Profes-
sors who did not sign a declaration of loyalty to the new ideology were
denied contact with students. Among the pedagogues most affected, to
say the least, by the authorities of Soviet origin were Professor Ludwik
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Jaxa-Bykowski, who after investigation and torture by the Department
of Security (UB) was released from prison and died in 1948, and also
Jan Stanislaw Bystroni. Other prominent scholars who were placed “on
leave” or outright removed from universities by the Main Council for
Science and Higher Education included Wtadystaw Tatarkiewicz, Jani-
na Kotarbiriska, Roman Ingarden, Stanistaw Ossowski, Tadeusz Kotar-
biriski, Ludwik Kolankowski (ibid., p. 201) and Bogdan Nawroczyriski.

In pedagogy, new periodicals giving ideological direction to educa-
tional thinking and research came to the fore. These were Nowa Szkofa
[New School] (the firstissue appeared as early as July 1945) and Nowe
Drogi [New Ways] (the firstissue appeared in July 1945). Notably, it was
Zhanna Kormanowa who played an important role on both editorial
boards. The eminently anti-Polish article she wrote, expressing outright
hatred towards Polish children and repeating the motif of “our chil-
dren ate bread”, is detached from historical facts while also outlining
a vision of an extension of anti-national Marxist policy. The textbook
by Ivan A. Kairova, Pedagogika, vol. 1-2 (many editions, e.g. Warsaw,
1950), was in use at university pedagogy departments. Other works
by this author include, e.g., New Program of the CPSU and the Tasks of
Pedagogy with an Introduction by B. Suchodolski (Warsaw, 1965), or
the monograph Narodnoe obrazovanie v SSSR [Public Education in the
USSR ] (Moscow, 1957). Nikolai Goncharov, Boris Yesipov, Antoni Maka-
renko and his Poemat Pedagogiczny [Pedagogical Poem] (Warsaw, 1955)
became leading authors who set the tone in Polish pedagogy. Bogdan
Suchodolski, Zygmunt Mystakowski and Heliodor Muszyriski, among
others, took part in the creation of a new model of socialist pedagogy.

This list would not be complete without the mention of the Cen-
tral Office of Press, Publication and Stage Show Control [Gléwny Urzad
Kontroli Prasy, Publikacjii Widowisk], established in 1946, which was
the censorship office responsible for all press, book and stage show
distribution.

Socialist pedagogy of 1948-1989 lost its autonomy and identity as
aresult of having its non-Marxist theoretical foundations questioned
and undermined. Subordinated to ideological and political interests,
in the same way as sociology, psychology, political science, economics,
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or law, it merely became a tool for the worldview of the revolution (Sli-
werski, 2019). Its particular task was to eliminate any pedagogical idea

that failed to conform to communistideology and Marxist orthodoxy.
It was meant not to address or censor the results of research on issues

such as religious or civic education, historical truth, social maladjust-
ment, and many other areas. As a result, the value and legitimacy of
knowledge and educational measures that were founded on different
pedagogical thought were destroyed. Some scholars focused on the

so-called politically safe issues or cognitive problems that were still

of interest to them, narrowing down the field of their investigations in

the name of alleged methodological accuracy. In their analyses, they
had to sever all links with the history of pedagogical thought, macro-
social analyses of educational policy, comparative studies, socializa-
tion and educational pathologies, dysfunctions of public educational

institutions, etc. Still, Polish pedagogues did not become fascinated by
the Soviet pedagogy the way some scholars of other nationalities did,
nor did they fully accept its tenets (Sliwerski, 2019).

Conclusions

The roots of sovietization, which consisted of the Marxist doctrine
in the MELS version, lie in the international communist movement
and its organizational structures. Poland, as the neighbor of a Russia
swept by communist power, was the first to stand in its way in 1920.
Polish humanists of the interwar period demonstrated exceptional
knowledge of the issue of sovietization, and they not only conducted
in-depth research of Bolshevism but also created a wave of criticism
of it. At this point, the Polish state and culture in its broadest sense
resisted sovietization.

When Poland fell into the USSR’s sphere of influence after WWII,
education and pedagogy suffered from its destructive impact and ideo-
logical consequences. During the period of its official rule (1944-1989),
it seemed to those who were in opposition to socialism that it would
never penetrate the collective life of Poles, that it would not take over
and impose the “only right” axiological profile. Yetit did, leaving many
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people deeply entangled in the process; some are still professionally
and socially active today.

More than three decades ago the majority of Polish pedagogues
faced the task of restoring the academic status of the discipline devas-
tated after 1948 by socialist ideology. For, as Sliwerski emphasizes,
unlike in other socialist countries, in Poland certain paradigms of
research and thinking developed, the results of which were only given
as part of university lectures or were published underground (Sliwer-
ski, 2019).

Today, on the beginning of the third decade of the 21st century,
it is time to admit that sovietization has left deep scars in Poland by
deceiving many educators and drawing them into the space of evolving
Marxism (neo-Marxism/cultural Marxism). Leaving aside its current
state it must be said that in 1989 Polish pedagogy was well- prepared
for the political change and the shift in the paradigm.™
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Uvod

Este pred vznikom prvej Ceskoslovenskej republiky (1. CSR) prebie-
hala bohatd diskusia ohladom reformy strednej $koly (SS). Predme-
tom debaty bola tak vonkaj$ia organizécia, ako i obsah vzdelania SS.
Adresdtom kritiky boli najma gymndzid, ktoré boli prili§ jednosmerne
(humanitne) zamerané, kl4dli velky doraz na vedomosti a memorovanie,
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pretazovali Ziakov a pre vyudovaci proces bola priznaéna pasivita Zia-
kov. Podl'a mnohych absentoval vyznam udiva pre Zivot. Ucitelia svo-
jim vedeckym a sustavnym odovzddvanim udiva a metéddami ¢asto
nere$pektovali pozndvacie procesy dietata, ¢o bolo mnohokrit spésobe-
né nedostatoénym pedagogickym vzdelanim profesorov. Pragmatizmus
a pedocentrizmus formovali aj reformne pedagogicku diskusiu a peda-
gogické myslenie. Ndrast pedagogickych a psychologickych poznatkov
nebolo mozné prehliadat. Reakciou na tento stav boli reformné poZzia-
davky, domdhajuce sa okrem iného, vytvorit va¢si priestor pre pred-
mety potrebnejsie pre prakticky Zivot — tzv. redlne predmety' a moder-
néjazyky (Kddner, 1929; Valenta, 1990, 1992; Vymé&talovd, 2014; Cenék,
1926; Duvodova zprdva, 1925; Kddner, 1925; Kasperova & Kasper, 2018).

Usiliu o presadenie tychto reformnych myslienok v§ak stdla v ces-
te latin¢ina.” V mnohych polemikéch sa rieil ciel, obsah, metdda, ale
izmysel vyudovania tohto jazyka.’ Novohumanizmus klasického gym-
ndzia uznenachddzal svoje opodstatnenie v danej dobe. Antika sa zacala
chdpatlen akojedna zo zloziek moderného sveta. V suvislosti s latindi-
nou mnohi upozornovali najej nedostato¢ne zdévodneny vyznam pre
7Zivot, aleina mnozZstvo vynalozeného usilia, ktoré nezodpovedalo pria-
moumerne vysledkom $tudentov. Hoci je potrebné dodat, Ze zlé vysled-
ky mohli byt spésobené pouZzitim zlych metdd, ale aj nizkou droviiou
pedagogického a didaktického vzdelania (Valenta, 1978; Vymétalova
2014; Kéddner, 1929). Monopol klasickych jazykov bol po Bonitz-Exne-
rovej reforme v roku 1849 naruseny. Autori reformy ale ponechali kla-
sickym jazykom nadalej vysoky” po¢et hodin (Svato$, 2000; Reznicko-
v4,2007; Vymétalovd, 2014; Divodové zpréva, 1925). Bolo preto mozné

1 Medziredlne predmety zaradujeme: matematiku a prirodné vedy.

2 Hoci predmetom tejto $tudie je latindina, kritika bola rovnako adresovan4 aj gréé-
tine. Niekedy sa preto dotkneme klasickych jazykov ako takych.

3 Klasickéjazyky aich miesto vo vzdeldvani boli predmetom diskusie v obdobi 1. CSR
aj vzahraniéi, o ¢om sved¢ia dobové pedagogické periodika, napriklad Véstnik ped-
agogiky (1924-1924).

4 Konkrétne sa latin¢ina vyucovala vo vSetkych triedach celkovo 47 hodin a grééti-
na 28 hodin, o predstavovalo 40 % vyuovacich hodin (Kddner, 1929).
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ocakdvat, Ze v blizkom Case sa otdzka redukcie hodin stane znova pred-
metom diskusie, o sa napokon i potvrdilo.

Po vzniku 1. CSR bola otdzka reformy SS nadalej jednou z diskuto-
vanych tém®, hoci Ministerstvo $kolstva a ndrodnej osvety (MSaNO)
neuskutocnilo po prevrate radikalne kroky. Désledkom roztrieSteného
systému nizsieho sekunddrneho stupria §kol bol stazeny prestup Zia-
kov medzi jednotlivymi typmi $kél. Velku ulohu zohrévali aj finané-
né dovody, pretoze nie vSetci rodicia mohli umoznit svojmu dietatu
$tudium v inom meste. Vyber typu $koly tak nemusel byt podmiene-
ny nadanim Ziaka. Problematicky bol aj prestup Ziakov, ktori sa pre-
stahovali a v mieste nového bydliska neexistoval rovnaky typ skoly.
V1. CSR sa preto tento stav chdpal ako nedemokraticky a determinoval
moZnost pristupu ku vzdelaniu. Ziaci boli zdroveti niteni rozhodnut
sa v nizkom veku® o budiicom smere svojho $ttidia.” Podla niektorych
v$ak i$lo o vek, kedy sa nadanie ziakov eSte naplno neprejavilo, a pre-
to ho nebolo moZné istotou uréit (Vocilka, 1927; Anketa MSaNO, 1929;
Bydzovsky, 1937; Divodova zprdva, 1925). Skoly viak mali zohladtio-
vatiindividudlne schopnosti a zdujmy Ziakov. Coraz viac sa preto obja-
vovali tendencie oddialit toto rozhodnutie Ziakov a potreba $kolstvo
demokratizovat. Jednym z moZnych rieseni bolo vytvorenie jednotné-
ho spolo¢ného zakladu v rdmci niZ§ich tried SS, kde ale velkd disku-
siu vzbudila latindina.

Otdzka postavenia latinského jazyka bola v obdobi 1918-1938 nada-
lej predmetom diskusie, ¢im sa latindina stala sucastou $irSej otdz-
ky, tykajticej sa reformy SS.° Latinéina sa stala ohniskom rozdelenia
a nezhdd pri hladani odpovedi na jej miesto v rdmci stredoskolské-
ho vzdeldvania, no najmé v spolo¢nom zdklade. Na jednej strane stali

5  Okrem reformy SS sariesili aj dalsie témy: pedagogické vzdelanie profesorov, koedu-
kécia, mravnd vychova, a i.
Najcastejsie sa rozhodovali v 10. alebo 11. rokoch.
To, aky typ SS absolvovali, malo nésledne vplyv aj na vstup na vysoku $kolu.
Latindina patrila medzi jednu z najspornejsich otdzok aj v ankete MSaNO v roku
1922, o ¢om sveddia aj jednotlivé odpovede (Vysledky ankety ministerstva skolstvi a
ndrodni osvéty z roku 1919 o reformé st¥edni Skoly, 1922. Praha: Stdtni nakladatelstvi).
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akysi apologéti klasickych jazykov a proti nim ti, ktori sa usilovali o ich
obmedzenie. Predmetom tohto ¢ldnku preto budu SS — klasické (KG),
redlne (RG) a reformné redlne gymndézid (RRG) a redlky, s vyudova-
cim jazykom ¢&eskoslovenskym, a to v obdobi 1. CSR, pri¢om sa na tie-
to $koly budeme pozerat z pohladu vyucovania latin¢iny a dobovych
reformnych poZiadaviek. Geograficky sme ohrani¢ili SS na tzemie
Ciech, Moravy a Sliezska, kde sa zdrovet sustredila diskusia o reforme.
Okrem toho, tdto téma nebola doposial predmetom Ziadnej ucelenej
préce.’ Reforma SS bola v tomto obdob{ determinovand jednak peda-
gogickou tradiciou, reformnymi myslienkami, prenikajicimi zo zahra-
nicia, ale zohladiiovala i nové pomery $titu.

Predo predstavovala latindina ,jablko svdru“ v rdmci reformy SS
a aku rolu v nej zohrédvala? Aké ndvrhy ¢i mozné rieSenia boli prezen-
tované? Aké dovody ¢i argumenty prindsali jednotlivé strany? Tdto
historicko-pedagogicka préca, zalozend na $tidiu dobovych period-
ik a pramerniov, sa pokusi prostrednictvom kritickej diskurznej ana-
lyzy odpovedat, ako bola latindina vniman4, akd ulohu jej pripisova-
li jednotlivé strany a akym spésobom sa o nej vyjadrovali. Postavenie
latinéiny (ale i gréétiny) v rdmci SS zohrdvalo vyznamnu tlohu v tom,
aky obraz antiky si absolventi so sebou odnésali. Napokon to ovplyv-
niloisamotny obraz humanitného vzdelania. A preto tento prispevok
moze napomdct dals$iemu hodnoteniu, ¢i je sicasny stav antiky, ale aj
humanitné vzdelanie, na SS opodstatneny.

Jednou z platforiem diskusie, kde si jednotlivé spolky ¢i jednotliv-
ci vymienali svoje ndzory v otdzke postavenia latin¢iny, boli i dobo-
vé pedagogické periodikd (napr. Véstnik Ceskyich professorii [1895-1921],
Stredni Skola [1920-1948], Véstnik pedagogicky [1923-1943], Véstnik

9  Z4kladné informdcie o tejto problematike pribliZil doposial Josef Valenta (1978),
ato vo svojej diplomovej préci, ktord bola zamerand na dejiny vyucovania latin¢iny.
Isty vhlad do problematiky poskytuje aj jeho dalsia prca]. Valenta (1992). Okrem
toho sa podobnej téme venoval aj Botivoj Marek (2020), ktory ale pribliZil tému
¢itania latinskych literdrnych diel (koniec 19. storodia — prvd polovica 20. storo-
&a). Cennou je aj prca autorky Jany Kepartovej (2014), ktord priblizila obraz an-
tiky na SS v tretej $tvrtine 19. storodia. Zo zahraniénych prac, ktoré sa venuju po-
dobnej téme, spomenieme zaujimavd publikdciu od Erica Adlera (2020).
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Ceskoslovenskych profesorii [1921-1942]). Profesor klasickej filolgie Fran-
tiSek Novotny'® publikoval aj niektoré zo svojich prednagok, zdévod-
fiujuice vyznam klasickych jazykov na SS (Novotny, 1919;1923). Obidve
strany chceli informovat o tejto problematike aj $ir$iu verejnost, a pre-
to svoje ndzory prezentovaliiv dennej tladi.

Latin¢ina ako yjablko svdru“ v ramci reformy SS

Aj v obdobf 1. CSR sa objavila poZiadavka vyrovnat pomer redlnych

a humanitnych predmetov. Podla osnov z roku 1919 sa latinéina vyu-
¢ovalana KG'" a RG v celkovom tyZdennom rozsahu, séitajiic vietkych

osem tried, 45 hodin', éo predstavovalo 18 % z celkového poctu vyudo-
vacich hodin.” Vo vyssich triedach RRG jej prisltichalo dokopy 30 hodin

(Vynos €& 25.552 6/1919). Dals{ vynos (& 42.322 9/1919) upravil a doplnil

udebné osnovy a stanovil ciele jednotlivych predmetov. Ulohou klasic-
kych jazykov bolo pripravit Studentov gramaticky na ¢itanie antickych

literdrnych diel, &im by Ziak nadobudol ndvod na porozumenie antic-
kej kultdry. Uvedené ¢&isla niektori povazovali za prili$ vysoké, a preto

sa usilovali o ich viésie obmedzenie.

Hoci v medzivojnovom obdobi nebol spochybriovany vyznam kla-
sickych jazykov, ¢oraz viac ale narastali poziadavky, aby sa vytvoril
priestor aj pre dalSie predmety, ktoré by boli absolventom ndpomocné
v Zivote (Smérnice pro reformu, 1923). V hladan{ rdznych rie$eni a pri-
stupov stdla ¢asto préave latinc¢ina. Odporcovia klasické jazyky oznaco-
vali ako ,nepotrebné a malo vyuZziteIné“. Zdstancom praktického vzde-
lania bol i lavicovo orientovany stredoskolsky profesor Dr. Frantisek
Bendk (1919). Nespochybnil vyznam antiky, no poznatky o antickej kul-
ture by $tudenti podla neho mohli nadobudnut v materskom jazyku

10 F.Novotny (1881-1964) bol od roku 1920 vysoko$kolskym profesorom klasicke;j fi-
lol6égie na Masarykovej univerzite v Brne.

11 Na klasickom gymndziu by sme mohli pripoéitat este pocet hodin venovanych
gréctine, ktory sa vyucoval v IIL—VIIL. triede s celkovym poétom 28 hodin.

12 Pre porovnanie: ¢eskoslovenskému jazyku prisluchalo celkovo 29 hodin.

13 Nauzemi Slovenska bol ale pocet hodin, venovanych latinéine zniZeny. Dévodom
boli pomery na Slovensku a potreba slovakizacie slovenského $kolstva.
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auspesneich tak zuzitkovat v Zivote. VynaloZeny ¢as, venovany klasic-
kym jazykom, oznacoval za premrhany a presadzoval moderné jazyky.
SS sa mala prispdsobit novej dobe a mala dbat o pripravu do skutoéné-
ho Zivota, ¢o sa malo prejavit v jej obsahu a organizécii. VSetko nepo-
trebné malo byt zo $koly podla neho eliminované, ¢im by sa vytvoril
priestor pre veci, potrebné pre Zivot. S tym ale zdstancovia klasickych
jazykov nesuhlasili. Suviselo to s ich vnimanim antickej kultury, kde
latin¢ina predstavovala jej podstatnu zlozku, bez ktorej ju nebolo moz-
né ziakom sprostredkovat. Problém predstavovali aj profesori. U¢itelia
dejepisu ¢ vyulovacieho jazyka, ktori neovlddali latinéinu a gréctinu,
by nemohli odovzdat antickd kulturu v jej plnom rozsahu.

Antickd kultdru v danom obdobi mnohi povazovali za dblezity
a nenahraditelny prvok vzdelania, pretoZe bola univerzdlna, prindsa-
la porozumenie pre eurdpsku kulturu, vychovavala k estetickému vni-
maniu, poskytovala ivod do terminoldgie v§etkych vednych odborov
ajej vysledkom bola humanita (Vysledky ankety, 1922).

Jednym z dalsich odporcov bol stredoskolsky profesor A. Leded
(1918), presadzujuci zniZenie poétu hodin, venovanych klasickym jazy-
kom: ,,Co platno —monopoljazyku klasickych stéle klesd a vyznam p¥i-
rodnich véd v Zivoté i ve véde stéle stoupd“ (s.19). Ani Jednota Ceskych
matematikov a fyzikov nezaradila vo svojom ndvrhu latinéinu medzi
vSeobecno-vzdeldvacie predmety, pretoZe Coraz viac narastal vyznam
dalsich predmetov, vyznamnejsich pre zivot a vzdelanie moderné-
ho ¢loveka. Pre ¢asové moznosti preto nebolo mozné ponechat vyu-
Covanie latinéiny. Naopak, Jednota klasickych filolégov stdla v opozi-
cii. Zaklady tohto jazyka povazovali za praktickd potrebu pre vSetkych
$tudentov, a preto ju zaradili medzi v§eobecno-vzdeldvacie predmety.
Jej vyudovanie malo zadat v L. triede (tr.)" (Navrhy na reformu, 1919).
Jednym z najvyraznejsich obrancov latinciny a gréctiny bol F. Novotny
(1919). Pripomenul, Ze je potrebné porozumiet tlohe, akii ma SS. Upo-
zornil, Ze $kola nepripravuje na konkrétne praktické povolania. Inak by

14 Spodiatku boli za jej vyuovanie od IIL. tr., neskor to ale zmenili (Odpovéd klasic-
kych filologt, sdruzenych v Jednote éeskych filologti, na ministersky dotaznik o re-
formé st¥ednich $kol, 1920. Véstnik Ceskych professorii, 27(2), s. 75-79).
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to znamenalo existenciu tolkych §kél, kolko je odborov prace. Uzndval,
zZe Studenti mnohokrit nadobudnuté poznatky zabudali ¢i nevyuZziva-
li v Zivote, no zaroveri cielom SS nebol podla neho sumdr vedomosti.
Studenti prostrednictvom SS nadobudali isty rozumovy a mravny stav,
aleidispoziciu dobre rozmyslat a Zit. Preto podla neho: ,, [...] vzdélany
¢lovek ztstane vzdélanym, i kdyby zapomnél v§echny své védomos-
ti“ (Novotny, 1919, s. 33). To, ako sa budd jednotlivi autori pozerat na
latincinu, preto bude uzko spaté s tym, aky ciel a ilohu budd pripisovat
SS. To napokon ovplyvni ¢ latinéinu zahrnd do vyudovania, alebo nie.

Mnohi s latinéinou nesuhlasili, vy¢itajic jej memorovanie a preta-
Zovanie v nizsich triedach. Latin¢inu preto chceli posunut do vyssieho
oddelenia. Jednym z podobne zmyslajicich bol stredoskolsky profesor
ariaditel Vaclav Kubelka." Nebol za absolttne eliminovanie klasickych
jazykov, ale podla neho by bez ich redukcie nebolo mozné uskutoc-
nit reformu. Usudzoval, Ze latinéina spdsobuje v utlom veku pretazo-
vanie Ziakov. Latinsky jazyk oznadil za ,,[...] pedagogické a didaktické
monstrum [...]“ a za ,[...] zkuSebn{ kdmen jejich schopnost{“ (Kubel-
ka, 1921, s. 70-71). Upozornil, Ze $tudenti prichddzali do I. tr. nedosta-
to¢ne gramaticky pripraveni v materskom jazyku a okrem toho sa mali
udit dalsim dvom jazykom. Podla jeho ndvrhu sa mala latin¢ina vyu-
Covat od III. tr. Predpokladal, Ze by bolo moZné docielit rovnaké alebo
lepsie vysledky a to rychlejsie a bez vac$ej ndamahy.

Nemodzeme ale zjednoduSovat, Ze by odbornici ¢i profesori redl-
neho smeru boli protivnikmi latinéiny. Potvrdzuje to napriklad profe-
sor vysokej technickej §koly v Brne Vladimir List (1922), ktory vychd-
dzajuc zo svojich skusenosti s absolventami redlok a gymn4zii, badal
vyznam v latinéine. Hoci kritizoval d{Zku u¢enia v §kole, obsirny obsah
a vedecky systém uclebnic, pokladal latinéinu a matematiku za pros-
triedok, akym sa Studenti mohli udit zdkonom uvazovania. Zarovern
latin¢ina poskytovala dobré vychodisko pri vyucovani inych jazykov.

15 Autora ¢lanku méZeme pravdepodobne stotoznit s V. Kubelkom (1859-1929), stre-
doskolskym profesorom a riaditelom. Autor publikdcie: Kubelka (1898). [Umrti.
Viclav Kubelka, 1930. Véstnik eskoslovenskych profesort. 37(9)].
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Velkd pozornost vzbudzovala i poziadavka demokratizicie — aby
v$etkym bolo umoznené a spristupnené vzdelanie, nezdvisle od ich soci-
dlneho statusu. Sporny bol najmé prestup nadanych ziakov z mestian-
ky na SS, ale rovnako i roznorodé typy SS. T4to roztrie$tenost nizsieho
sekundarneho stupria spdsobovala, Ze jednotlivé typy $kél sa navzajom
odli$ovali v cieloch ¢ diZke a koniec-koncov aj svojim obsahom. Mes-
tianky boli trojtriedne, odovzddvajuice vyssie vSeobecné vzdelanie, na
rozdiel od ludovych §kél. Vyulovanie na nich prebiehalo bez latindiny
a mali pripravovat na prakticky Zivot. SS mali poskytovat jednak vys-
$ie vieobecné vzdelanie, ale i pripravit na vysokoskolské $tudium (C4st
informadni, 1924a). Reakciou na tdto situdciu bol akysi jednotny spo-
lo¢ny zaklad." UvaZovalo sa i o splynuti alebo zbl{Zeni niz$ej SS s mes-
tiankou. S tym ale niektor{ nesthlasili,”” obdvajic sa zniZenia trovne
SS (N4vrh na organisaci, 1923). Skola mala ale odpovedat i na indivi-
dudlne nadanie. V tomto kontexte latinéina predstavovala tzv. cassus
belli, pretoze najviac odliSovala jednotlivé typy $kol. Vyudovanie latin-
¢iny sa najviac sustredilo na KG a RG, kde sa vyucovala od I. tr. Na RRG
savyucovalalatin¢ina od V. triedy a na redlkach sa nevyucovala vébec.
Skuska dospelosti zlatin¢iny bola ¢astokrdt podmienkou pre dalsie $tu-
dig"™ (Céstinformaéni, 1924a). Postavenie latindiny v stredodkolskom
vzdelani tak bolo predmetom diskusie v ramci reformy aj v suvislosti
s poziadavkami, vyplyvajucimi z novych pomerov §tdtu.

Uvedené skutoénosti: vysoky pocet hodin, jednosmerné zameranie,
praktickd ,neuzito¢nost”, potreba $kolstvo demokratizovat — ulahdit
prestup ziakov, sa vkradali ako dévody, preco je nutné latin¢inu obme-
dzit. No nebolo to také jednoduché, pretoze bolo potrebné predlozit aj

16 PriCom myslienka jednotného spolo¢ného zdkladu nebola novou.

17 Vad&inou nesthlasili stredoskolski profesori [Sjezd fediteld &s. sttednich $kol, 1923.
Véstnik pedagogicky, 1(7-8)] a vysokoskolski uéitelia [Reforma st¥ednich §kol, 1925.
Nové Cechy: pokrokovd revue politickd, socidlni a kulturni. 8(8)].

18  Uvddzame dva priklady: Absolventi KG sa mohli uchddzat o §tidium na vSetkych
fakultdch a vysokych $koldch okrem technickej vysokej skoly. V pripade zdujmu
$tudia na technike museli urobit dopliujucu skusku z kreslenia a deskriptivnej ge-
ometrie. Ak cheeli Studovat na univerzite absolventi redlok, museli vykonat skusku
z latindiny a v pripade $tddia niektorych odborov aj z gréltiny.
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adekvitne odpovede. Latinéina vzbudzovala mnoho otdzok: aky zmy-
sel m4 jej vyucovanie v nizsich triedach, v ktorych triedach by sa mala
vyucovat a v akom rozsahu. To sa vztahovalo na dalsie otdzky: aky ciel
a ulohy by mala mat SS, aki ulohu by malo zohrdvat humanitné vzde-
lanie™ a aky je jeho vyznam (Valenta, 1992). Rozmyslalo sa o rozdeleni
cielov SS, &m by niZ$ia SS nadobudla len vieobecno-vzdeldvaciu funk-
ciu (C4stinformacni, 1921). Otdznikom preto nebola len samotn4 latin-
¢ina, ale suvisela s radom dalsich otdzok, ktoré bolo potrebné brat do
uvahy. V rdmci reformy bolo nutné zohladnit aj ndrast poznatkov z roz-
liénych oblasti. Na druhej strane zdstancovia videli zmysel latin¢iny
najmai vjej kultirno-vzdeldvacom vyzname, ktory bolo mozné docielit
len s istym primeranym poc¢tom hodin. Predmetom mnohych uvazo-
vani preto bola otdzka, ako nastavit vyucovanie latin¢iny pri zniZenom
pocte hodin tak, aby bolo mozné dosiahnut tento ciel. Zdroven reformu
SS sprevddzala aj otdzka ¢&i je nutné, aby sa latinéinu udili v rdmci niz-
$ich tried SS vSetci Ziaci, alebo malo ist o vyberovy predmet, ktory by
sa ucili len Ziaci vo vyssich triedach v rdmci humanitnej vetvy. Refor-
ma jedného stupria §kol je zdroven vzdy spitd s celym systémom $kol-
stva. Obzvl4s$t problematika postavenia latinéiny suvisela so §tudiom
na vysokej $kole. Reformné pedagogické myslenie ovplyvnil i pedocen-
trizmus a pragmatizmus. Svojimi myslienkami nardzali na latinéinu,
kde bolo vyudovanie postavené najmi na mechanickom memorovani
amala prideleny vy$si pocet hodin. V ociach odporcov latin¢ina prili§
zatazovala deti v nizkom veku bez toho, aby bol jej vyznam v beznom
Zivote hmatatelne viditelny. V procese hladania rieSenia bolo publi-
kovanych mnoho névrhov, od jednotlivcov az po samotné MSaNO, no
vo svojich ndzoroch na latin¢inu sa nezhodovali. Protichodné a nejed-
noznacné odpovede v stvislosti s latinéinou tak ndsledne determino-
vali aj samotny postup reformy SS a s tym suvisiaci diskurz. V ¢om sa
1isili a ako oddvodriovali svoje navrhy a postoje z pohladu latinciny
ajeho postavenia v rdmci spolo¢ného zdkladu?

19 O vyzname humanitného vzdelania pozri aj Kasper & Kasperovd (2023).
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Hladanie rieSeni a limity s tym spojené
Ndvrhy Jednoty klasickych filoldgov a Jednoty Ceskych matematikov
a fyzikov patria medzi najvyraznejsie z nich a reprezentuju dva proti-
pdly. Rozchddzaju sa napriklad v ich nazerani na ciel SS, ale i v rieen{
otdzky postavenia latindiny v rdmci spoloéného zdkladu (Ndvrhy na
reformu, 1919). Vo v8eobecnosti mdzeme povedat, Ze Jednota klasic-
kych filolégov v rdmci svojich vyjadreni a ndvrhov, prindsala bohatd
argumentdciu a pokusila sa predstavit a poukdzat na vyznam klasickych
jazykov na SS. Okrem toho svojimi cennymi pozndmkami prispievali
ajjednotlivci, ktorych zdruzovala. Velmi vyznamnym bol i ndvrh uéeb-
nych osnovjednotnej SS prof. Jana Cetika®®, vypracovaného za pomoci
prof. Pfemysla Hdjka. Napriek tomu, Ze tazisko v§eobecne-vzdeldvacie-
ho vyznamu postavili na vyucovani materského jazyka, zahrnuli latin-
¢inu aj v ramci jednotného spolo¢ného zdkladu, hoci mala prevlddat
viacjej vSeobecnd, nez odbornd dloha a predpokladali redukciu poétu
hodin vyudovania. Latinéinu povaZovali za prostrednika antickej kul-
tury, ktord tvorila podstatnu zlozku vseobecného vzdelania moder-
nych ludi. Podla nich hodnota latin¢iny pozostdvala v jej objektivite
aumoznovala zachovanie kontinuity s kultirnymi predkami a ich die-
lami. Ak by sa latinéina vyudovala od I. tr., Ziaci by sa mohli dobre pri-
pravit na $tudium francuzstiny a zvyknut si na prisnu disciplinu pra-
ce (Cenék & H4jek, 1922). J. Cenék neskdr ale upustil od svojho ndvrhu,
kde mala svoje miesto v rdmci spolo¢ného zdkladu latin¢ina a posta-
vil sana opaénd stranu.

V roku 1921 zvolal minister $kolstva Josef Susta schodzu poradného
zboru stredoskolského. T4 sa zaoberala aj otdzkou reformy SS. K téme
referoval prof. Otakar Kddner”' a dotkol sa i problematiky latinéiny.

20 J.Cenék (1884-1964) bol stredogkolskym profesorom, riaditelom SS, ale aj élenom
poradného zboru pri MSaNO, neskdr bol ¢lenom pracovnej komisie pre reformu
SS a vzdelania uditelov pri poradnom zbore. Isté obdobie bol prednosta pedago-
gického oddelenia Pedagogického ustavu J. A. Komenského a bol zodpovednym
redaktorom Casopisu Véstnik pedagogicky (Chlup, Uher & Kubilek, 1938).

21  0.Kédner (1870-1936) bol profesor pedagogiky, klasicky filoldg. Isty Cas zastdval
miesto riaditela Ceskoslovenského tstavu J. A. Komenského.
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Nepreferoval jej prevedenie do vy$$ieho oddelenia SS, naopak, vedel
siju predstavit aj v rdmci spolo¢ného zdkladu. Myslienky, obsiahnuté
v navrhu Jednoty matematikov a fyzikov, vnimal v istom zmysle ako
prekrocenie istych zdbran v boji proti latinéine a gréctine. Usudzoval,
Ze istd znalost tvaroslovia a skladby latin¢iny by bola uzito¢na pre
vsetkych ziakov v rdmci spolo¢ného zdkladu. Inak by latin¢ine museli
vo vyssich triedach priradit primerany pocet hodin k tomu, aby bolo
mozné dosiahnut potrebny vysledok. Pripustil vyufovanie latinéiny
od I1I. tr. Stredoskolsky profesor klasickej filoldgie Jan Brant sa taktiez
zastal vyufovania latinéiny od I. tr. (C4st informaéni, 1921). Redukcia
poctu hodin, venovanych latinskému jazyku ¢i jej ohranicenie len do
vyss$ich tried, by v§ak mohli spdsobit isté komplikacie.

V tomto kontexte preto spominany J. Brant varoval pred obmedze-
nim latin¢iny: ,,Kdyby na vy$$im stupni uéitel mél doplniovati mluvni-
ci, rusilo by to podstatné cil tohoto vyucovani a znemoznovalo vyté-
zeni téch hodnot, které jen antika ndm mtize d4ti“ (C4st informaéni,
1921, s. 108). Ani jeden névrh ale nebol idedlny. V pripade zavedenia
latinéiny od I. tr. pre vSetkych Ziakov na spoloénom zdklade, by neostal
priestor pre redlne-prakticky smer. Naopak, jej obmedzenie len na vys-
Sie triedy v rdmci jednej vetvy by zapricinilo prilisné zatazenie vyS$S$im
poctom hodin latinéiny, ak mali byt dosiahnuté podobné vysledky.
Niésledkom toho by latin¢ina uz nemohla byt prostriedkom vSeobec-
ného gramatického vycviku a tym by stratila svoj podstatny vyznam
(Cenék, 1923). Otdznym by zostal aj kultirno-vzdeldvaci vyznam, kto-
ry by musel ustupit gramatike.

Bolo preto rozhodujuce, v ktorej triede by sa latin¢ina zacala vyu-
Covat vzhladom na jej stanovené ciele a kultirne-vzdeldvaci vyznam.
Ziaci mali dospiet k &itaniu vyznamnych antickych diel a takymto spé-
sobom spoznavat antickd kultdru. Splnit tento ciel si zdstancovia pri
znizenom pocte hodin nedokdzali predstavit. Gramatickd priprava by
bola oddialend do vyssich tried a tym by bola posunutd aj schopnost
pracovat s antickymi literdrnymi dielami. Takto by jazyk — podstatna
zlozka antickej kultiry — stratil svoju ilohu, ktora spodivala vumoznent
dotyku s touto kultirou. Na hodindch latindiny sa Ziaci nezoznamovali
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len s jazykom ako takym, ale boli prilezitostou vysvetlovat redlie ¢i
pozadie jednotlivych autorov a rovnako i vychovavali k obdianstvu.

Samostatnu kategdriu predstavoval postoj univerzit, ktoré neostali
ticho. Tie totiZ predpokladali dostato¢nu znalost latinliny, resp. skus-
ka dospelosti z nej bola ¢astokrdt podmienkou pre vstup na viaceré
fakulty. Filozofickd fakulta Masarykovej univerzity (FF MU) prostred-
nictvom svojho memoranda, zaslaného MSaNO v roku 1921, odmietla
obmedzenie ¢ eliminovanie klasickych jazykov (Anketa, 1929). V nasle-
dujucom roku mal F. Novotny predndsku na 1. ri$§skom zjazde Cesko-
slov. uditelov vysokych $§kol k problému klasickych jazykov v spojitos-
ti s reformou. Po bohatej diskusii plendrne zhromazdenie pristupilo
k prijatiu rezolucie, podla ktorej oznacili klasické jazyky za podstatny
prvok vSeobecného vzdelania a ako osozné pre dal$ie $tidié (pre nie-
ktoré odbory boli podmienkou). Navrhli preto MSaNO, aby prihliada-
li na ndroky stiasnej kultdry pri rie§eni otdzky reformy SS ale tak, aby
nenastala zdsadnd $koda vich vyuéovani (Novotny, 1923). Aj v roku 1923
sa FF MU vyjadrila na svojej schddzi v suvislosti s Bechyné-Madskovym
navrhom k redukcii klasickych jazykov (Anketa, 1929). Zd4 sa, Ze oso-
by, zodpovedné za reformu SS, nie vzdy brali do tvahy postoj univer-
zit i vysokoskolskych profesorov. Svedcia o tom jednotlivé minister-
ské ndvrhy, ktoré prisli s radikalnymi krokmi vodi latinéine.

N4dvrhy MSaNO o reforme SS

S cielom posuntit otdzku reformy SS, sa MSaNO rozhodlo ustanovit §pe-
cidlne oddelenie, ktoré viedol ministersky rada Frantisek Masek. Vysled-
kom ich jednani bol vroku 1923 zverejneny Ndvrh na organisaci oblanské
a stiedniskoly.”* Mal za ciel oddialit Ziakovo rozhodnutie o svojej budic-
nosti a mal vychddzat z reformnych myslienok z domova a zahranidia.
Prihliadat malina vysledky pedagogického vyskumu. Podla neho mala
existovat trojtriedna me§tianka ako povinn4 a trojtriedna niz$ia SS, no
nepovinnd. Latindina sa v tychto triedach nemala vyucovat. Vy$sia SS,

22 Tento ndvrh nesie ndzov i Bechyné-Maskidv (Valenta, 1992).
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tvorend L.—IV. tr., sa delila na typ A a typ B.” Tazisko vyuéovania prvé-
ho typubolo postavené na jazykovom vyulovani a pocitalo s latin¢inou.
Vyudovanie typu B sa zameriavalo na deskriptivnu geometriu a kres-
lenie. Za zmienku stoji uviest, Ze ndvrh predpokladal v IV. tr. obidvoch
typov vyuovanie predmetu: ,dejiny antickej kultiiry“ (Céstinformaéni,
1923). Tento koncept ale podnietil horlivid diskusiu.

Spominany ndvrh bol problematicky vébec vo svojej podstate:
absentovala definicia reformovanej $koly a nebol dostato¢ne stano-
veny pomer mestianskej a nizgej SS. Otdzka postavenia latinéiny preto
nebola v centre pozornosti. Kritické pozndmky v suvislosti s latin¢inou
vyjadrila aj jedna z ankiet. Zdc¢astneni pochybovali, Ze by vyuéovanie
latindiny a gréétiny mohlo uspesne splnit svoj ciel pri zniZzenom pocte
hodin. Vyznam vyucovat tieto jazyky spocival podla nich len ak vyu-
Covanie dospelo k ¢itaniu antickych diel. Navrhovali preto stanovit
podiatok vyudovania do III. tr. (Ndvrh na organisaci, 1923). Svoje sta-
novisko k uvedenému ndvrhu zaujali aj riaditelia ¢eskoslovenskych
SS naich zjazde v roku 1923. Kriticky poukdzali na chybajuice kultirne
idey, stanovenie cielu SS a osnovy, na zdklade ktorych by bolo mozné
posudit ducha reformy. Nesuhlasili ani so splynutim ¢ nahradenim
niz3ej SS mestiankou, alebo aby tdto pripravovala na SS. Prijali rezo-
ltciu, v ktorej ziadali zachovanie integrity SS ako celku (Sjezd fediteld,
1923). Je potrebné mat na pamiti, Ze realizdcia reformy SS si vyzado-
vala mat komplexny pristup, prihliadat na diskusiu a potrebu zodpo-
vedat na mnoZstvo rozli¢nych otdzok. Navrh svojim obsahom nenapi-
nial o¢akdvania a bol neprimerany danej situdcii. Bol tak vopred uréeny
kneuspechu, ¢o sa napokon potvrdilo — ministersky ndvrh bol zamiet-
nuty. Na druhej strane ale debata, ktord sa po zverejneni ndvrhu roz-
prudila a poukdzala na nedostatky ndvrhu, prispela k dal$iemu pre-
myslaniu o reforme SS.

S cielom riesit otdzku reformy SS, menoval minister Rudolf Bechyné
pracovnu komisiu pri poradnom zbore. Jej cielom bolo zhotovit podklad

23 Studenti mohli postupit ete do V. tr., ktord sa delila na: klasickd, modernd, pri-
rodovedecky, matematicku a pedagogicku vetvu.
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pre formuldciu zdkona o SS, pri¢om mali brat do ivahy aj diskusiu, kto-
réa sa vyvinula po publikovani ministerského ndvrhu. V jej vedeni stal
jeden z najvyraznejsich odporcov klasickych jazykov Bohumil Bydzov-
sky** (1937). Jednej zo subkomisii bola pridelend tloha stanovit ideo-
vé zaklady SS a mestianky, ich poslanie, socidlnu a kultdrnu hodnotu
aich vzdjomny pomer (Zprévy, 1923). Ich vysledok bol napokon i pub-
likovany a mdZeme sa dozvediet, ako charakterizovali jednotlivé $koly
¢i aké ciele im pripisali. Zaroven determinovali dalsi postup reformy.
Jedna z ustanovenych subkomisii sa mala zaoberat jazykovou otdz-
kou a pokdsit sa zistit, ktoré cudzie jazyky by sa mali vyuéovat (Pra-
covni komise, 1923).

Tato subkomisia predlozila svoj ndvrh, ¢im zdroven poskytla odpo-
ved, akym jazykom sa md vyucovat na SS. SS mala byt osemroénd so
spoloénym $tvorro¢nym zdkladom. V V. tr. mala byt zavedend bifurkd-
cia na dve vetvy — s latindinou a bez nej. V pripade, Ze $tudenti nepla-
novali pokracovat v $tudiu na univerzite, mohli svoje $tudium ukoncit
v VIL tr. Stredom vSetkého vyufovania mal byt vyucovaci jazyk. Ndvrh
dokonca podital este so zriadenim dvoch zvlastnych typov: klasické-
ho a slovanského®. Klasicky typ poskytoval vyuéovanie latinéiny od
IL. tr., francdzsky jazyk pribudol vo IV. tr. a gréctina v V. tr. Tento dbraz
na jazyky bol zdmerny, nakolko bol tento typ adresovany pre ziakov
s jazykovym nadanim (C4st informaéni, 1924b) Podla niektorych sa
ale odchyli od jednotného spolo¢ného zdkladu, zriadenim zvlastneho
klasického typu. V istom slova zmysle tak jednotny spolo¢ny zaklad
stracal svoje opodstatnenie®® (Zpravy, 1924). To, Ze poditali so zriade-
nim klasickych typov malo urcite viacero pricin. Jednym z nich mohla

24 B.BydzZovsky (1880-1969) bol stredo$kolsky ucitel a neskdr vysokoskolsky profe-
sor matematiky na Prirodovedeckej fakulte Karlovej univerzity. Bol autorom udeb-
nic, ¢len, ale i predseda viacerych komisii, podielajicich sa na reforme S$ (Chlup,
Uher & Kubdlek, 1938).

25 Prvé 4. triedy zvlastneho slovanského typu mali byt totozné so spolo¢nym zdkla-
dom normadlnej strednej $koly.

26 ,Tedy bud lzde nadédni poznati v 11. letech, a pak nelze timto divodem operova-
ti pro spole¢ny zdklad, anebo toho nadédni poznati nelze a pak také nezle pro typ
gymnasijn{ vybirati jazkové nadané“ (Zprdvy, 1924, s. 313).
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byt potreba uspokojit zdstancov klasickych jazykov. Pravdepodob-
ne nemohli ignorovat ani postoj univerzit, ¢i inych autorit. Na druhej
strane si pravdepodobne uvedomovali, Ze $kola by mala odpovedat
i zdujmom a nadaniu ziaka. V tomto kontexte preto museli vytvorit
podmienky pre jazykovo nadanych Ziakov a poskytnut im dostatoénu
pripravu pre dalsie $tudid. Velkym otdznikom by zostala ale dostup-
nost takychto §kol pre Ziakov. Tymto krokom komisia v kontexte dobo-
vej diskusie nepriamo pripustila, Ze pestovanie klasickych jazykov je
koniec-koncov nevyhnutné.

Vroku 1924 pracovnd komisia publikovala aj svoj ndvrh, tykajuci sa
organizdcie SS (Cdstinformaéni, 1924c). V nasledujicom roku napokon
zverejnila aj Ndvrh zdkona o reformé stiedni Skoly (1925). K zdkonu bola
pripojend aj Divodovd zprdvd (1925) a neskdr komisia predloZilai Rozvrh
predmétii a vyjtah z osnov, ktory bol poslany i istrednym dradom (Cést
informaéni, 1925).

Podla ndvrhu sa latin¢ina nemala vyucovat v prvych Styroch trie-
dachnanormalnom type. Latin¢ina sa objavila az v gymnazidlnej vetve
v V.—VIL tr. Napokon sa poslednd — VIII. tr. mala rozdelovat na ducho-
vedné, prirodovedecké a matematické oddelenie. Prvé z nich poskyto-
valo mozZnost vyucovania latinéiny a dejepisu. Na prirodovedeckom
oddeleni latin¢ina nebola povinn4. Studenti si ale mohli vybrat hodi-
nu latinskej vedeckej terminoldgie. Vyucovanie latinéiny na klasic-
kom type malo prebiehat od II. tr. (Ndvrh zdkona, 1925; C4st informac-
ni, 1925). V Diivodovej zprdvé (1925) sa doéitame, Ze vyznam latinéiny
(sprostredkovat antickd kultiru) sa podla nich nem4 precetiovat, pre-
toze hlavnou nositelkou tejto kultury je gréctina. A preto obraz anti-
ckej kultury bolo mozne odovzdat zZiakom prostrednictvom dejepisu
alebo ¢itanim diel, preloZenych do vyuéovacieho jazyka.

Diivodovd zprdva vo svojom dejinnom prehlade predstavila réz-
ne navrhy, tykajuce sa vyucovania latin¢iny, v ktorych zddéraznila naj-
mé ndzory, ziadajuce vyudovanie latin¢iny vo vy$Som oddeleni. Nao-
pak, takmer neobsahuje inform4cie, kto zastdval opacné stanovisko.
Napriklad vébec nespomina vyhldsenie vysokoskolskych profesorov,
¢m je ndzorovo nevyvazend a nadobuda isty charakter tendencnosti.
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Problematickym bol i fakt, ze ndvrh zdkona pripustal nedplnd SS —
len s jednou vetvou. Ziak by tak nemal moZnost zvolit si smer $tudia,
ktory by zodpovedal jeho nadaniu. Autori tak odporovali jednej z nimi
stanovenych zdsad. Ndvrh zdkona spolu so spravou tvrdil, Ze klasic-
ky typ by vznikol tam, kde bolo dovtedajsie KG vysoko navstevova-
né a na mieste, kde uZ existovala normdlna SS. Klasické typy mali byt
zdroven rovnomerne rozlozené v republike. Nie je ale jasné z prikladov,
ktoré uviedli, aké kritérium by definovalo KG ako vysoko navstevované.
Zaroven sprava mylne uvadzala, Ze absolventi RG a RRG nemali moz-
nost $tudovat na vysokej $kole klasicku filolégiu. Okrem toho autori
uviedli v Diivodovej zprdve, Ze nadanie Ziaka nie je dostatolne zretelné
prindstupe do L. tr., ¢im nésledne zd6vodnili $tvorroény spoloény zdk-
lad. Névrh ale ponechéval problém rozhodovania Ziaka o jeho smere
$tudia existenciou dvoch typov $kdl. Tvrdenim, Ze klasicky typ je urce-
ny filologicky nadanym Ziakom, pripustali moznost spoznat nadanie
Ziaka v nizkom veku. Diivodovd zprdva si v tomto pripade opét protire-
¢ila. Toto vSetko vytvaralo atmosféru nedéveryhodnosti. Ndvrh sa tak
stal v nasledujicom obdobi predmetom kritiky.

Autori podla ndvrhu pldnovali prevedenie latin¢iny od V. tr. v rdmci
gymnazialnej vetvy. Latin¢inu sa mali udit ti Ziaci, ktori by si sami zvoli-
li humanitny smer $tudia. Predpokladali rychlejsi postup udiva, pripra-
venejsich Ziakov, primerane upraveny ciel, lep$iu metédu a i. Na rozdiel
od RRG by na gymnazidlnej vetve mal byt jednotnejsie zamerany vyber
udiva, hoci gymnazidlna vetva saliSila od redlnej len v hodinéch latin-
¢iny.*’ Latin¢ine napokon pridelili niz$f pocet hodin ako tomu bolo na
RRG?®. Ete jazykovd subkomisia definovala identicky ciel latinéiny pre
normalny i klasicky typ, no nevytvorili pre nich rovnaké podmienky.”

27 Naredlnej vetve mali namiesto latin¢iny deskriptivnu geometriu a kreslenie.

28 Akby Ziaci skondili v VII. tr. siéet poétu tyzdennych hodin za vSetky triedy by pred-
stavoval 17 hodin. Ak by kon¢ili v VIIL tr. duchovedného oddelenia i$lo by 0 24 ho-
din.

29 Narozdiel od normdlneho typu, mal klasicky typ len o nieco rozsireny ciel latin-
iny.
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Na gymnazidlnej vetve tak mali Ziaci velmi skoro dospiet k ¢itaniu
suvislych ¢lankov, konkrétne uz v druhom polroku V. tr.

Argumentaéné vychodiska pre vyucovanie latinéiny

O nédvrhu informovali tak pedagogické periodikd, ako aj dennd tlaé
a podnietil prudkd diskusiu. Mnohi zverejnili svoj oficidlny postoj
k ndvrhu zdkona. Svoje stanovisko vyjadril aj Ustredny spolok &esko-
slovenskych profesorov, ktory sformuloval svoje poziadavky na zme-
ny, no nezamietol cely navrh. Podobne s nimi suhlasil aj Vysokoskolsky
zviz (Stanovisko Ustfedniho spolku). Spolok riaditelov &eskosloven-
skych strednych $kél taktiez schvalil ndvrh, no ziadal trojro¢ny spoloc-
ny zaklad (Skolské reformy, 1925). Ustredny spolok ¢eskoslovenskych
profesorov dokonca vyzyval odbory a jednotlivcov, aby rozvrh predme-
tov a vytah osnov podrobili analyze a poslali im svoje ndzory a ndvr-
hy (Razné zprévy, 1925). Ako ale vyzerala diskusia k otdzke jazykové-
ho vyucovania z pohladu latin¢iny?

Josef Novak® (3. 3.1925) sa vyjadril k ndvrhu, a obzvl4st k téme
pracovnej Skoly kriticky a uviedol aj priklady. Hodnotu latinéiny na
SS prirovnal k vyznamu prstokladu v hudbe ¢ modelu Tudského tela
pri uéeni anatémie. Jej prevedenim na vyssi stupen by stratila i svoju
schopnost ,,cvi¢enia®“ v mysleni. Absencia latinéiny by tak spésobova-
la, Ze ulitelia by nedisponovali prostriedkami, potrebnymi k poznaniu
nadania Ziaka. Student by taktieZ stracal moznost spoznat svoje nada-
nie a tym aj priestor pre samostatnu pracu. SJ. Novdkom ale nesuhlasil
B. Bydzovsky (5. 3. 1925), podla ktorého priestor pre pracovni meté-
du poskytovali vSetky predmety a hlavne vSetky jazyky. Odmietol, aby
bolaiba latindine pripisovand takato uloha, ale i to, Zeby uditelia nedo-
kdzali bez latindiny ur¢it nadanie ziaka za 4 roky.

1 pedagdg Emil Capek™ referoval struéne o reforme v ¢asopise Nové
Cechy, kde kritizoval ,povrchné“jazykové vyuovanie. Ziaci sa mali udit
$tyri cudzie jazyky, teda o 1viac, pri¢om povinnd dlzka $tidia mala byt

30 J.Novak bol pravdepodobne stredoskolsky profesor klasickej filoldgie.
31 E.Capek (1880-1960) bol pedagdg, komenioldg, spisovatel, redaktor a vydavatel
periodika Nové Cechy.



244 Historia scholastica 2/2024 10 Annamaria Adamcikova

skrdtend o 1 rok. Takémuto jazykovému vyucovaniu by chybalo opod-
statnenie a nedosiahlo by uspech, kedZe ziakom by absentoval gra-
maticky vycvik, ktory bol vtedy pokryvany Studiom klasickych jazy-
kov (E. C.,1925a).

Bohumil Trnka (5.7.1925) odpordéal latinéinu nahradit modernymi
jazykmi napriek tomu, Ze uzndval vyznam antickej kultdry v suvislos-
ti s porozumenim eurdpskej civilizdcie. Dokdzal silatin¢inu predstavit
i na redlnej vetve vyssej skoly, no s ¢asovou doticiou 1-2 hodiny tyz-
denne. Ministersky rada Karel Veleminsky (17. 3.1925) upozornil, Ze cie-
lom reformy nie je eliminovat klasické jazyky, ale ich obmedzit, pretoze
je potreba poskytnut priestor modernym zlozkam vyssieho vzdelania.
Kritizoval zdstancov klasickych jazykov a ich snahy o zavedenie latin-
¢iny pre vSetkych na spolo¢nom zdklade. Podla neho (s. 6): ,,To doka-
zuje jen, Ze autofi takovych vyroka ignoruji fakta moderni pedagogiky
amysli, Ze se u nas déje néco ojedinélého, kdeZto jde o hnuti svétové.”

Nandvrh zdkona reagovalaiJednota ¢eskych filolégov v Prahe a jej
pobocke v Brne, ktora vydala Pozndmky k Ndvrhu zdkona o SS [1925],
¢im verejne informovali o svojom stanovisku. Vyéitali komisii, Ze v nej
nemali zastipenie aj klasicki filolégovia, napriek tomu, Ze klasické jazy-
ky boli povazované za jednu zo spornych otdzok. Upozornili, Ze mono-
pol klasickych jazykov pominul v roku 1849. Ponukli malu $tatistiku,
podla ktorej sa v $kolskom roku 1923/1924 latinéinu uéilo 52 % Ziakov
a grécky jazyk 3,7 %. Naopak, francizsky sa ucilo az 62,7 % stredo-
$koldkov. Zaroven pochybovali o zriadeni gymnazidlnej vetvy, preto-
Ze navrh neobsahoval konkrétne podmienky a okolnosti jej otvorenia:

,Tim se ono omezeni klasickych jazykd jesté znaéné zvét$uje” (Pozndm-
ky k Névrhu, 1925, s. 2). Podobne upozornili aj na zriadovanie zvl4st-
nych klasickych gymn4zii, ktoré taktiez nemali bliZ$ie uréené, za akych
okolnosti a kde by boli zriadené. Nazddvali sa, Ze komisii neslo o ich
skutoéné zriadenie ako skor o pripustenie moznosti ich zriadenia.

Ticho nezostali ani odporcovia. B. Bydzovsky a J. Cenék, reaguju-
cina Pozndmky. Aj oni s verejnostou zdielali svoje myslienky, ale opac-
ného ndzoru. Vo svojej praci hdjili niektoré z téz autorov Diuvodovej
zprdvy, vyjadrili sa i k otdzke formdlneho vzdelania & VIIL tr. Zavede-
nim latin¢iny by sa podla nich neprihliadalo na individualitu dietata:
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»[---] kazdy zék stfedn{ $koly bez vyjimky, beze zfetele k tomu, jakého
druhu je jeho naddni, beze zfetele k tomu, zda pro svou praksi Zivotn{
¢i pro sva dalsi studia potiebuje latiny ¢i ne, musil by se povinné uéiti
lating“ (BydZovsky & Cené&k, 1925, s. 9). Rovnako poukazovali na potre-
bu cudzich jazykov, beric do ivahy geografickd polohu 1. CSR. SS by tak
bola uz dostjazykovo zatazend a povinnd latin¢ina by nebola v takom
kontexte vhodn4 pre filologicky menej nadanych Ziakov. Vtedajsie
skusenosti podla nich potvrdzovali, Ze vSeobecné vyssie vzdelanie je
mozné nadobudnut aj bez latinéiny. Formalne vzdelanie, poskytova-
né latinéinou, bolo podla nich moZné vykondvat aj na zivych jazy-
koch. B. Bydzovsky a J. Cenék tak zastdvali ndzor, Ze latin¢ina by mala
byt vyberovym predmetom, ktory mal pripravovat len Ziakov, ktori ju
potrebovali k dal$im $tididm na vysokej $kole.

Vo vSeobecnosti mézeme povedat, Ze obidve strany sa navzdjom
chytali za slovicka a miestami je tazké urdit, kto mal pravdu. Uréite ale
mozeme povedat, Ze Jednota klasickych filolégov jednoznaéne upozor-
nila na niektoré sporné miesta navrhu. Za zmienku stoji napriklad ich
trefnd pripomienka, Ze vyucovanie Zivych a mitvych jazykov je zaloze-
né narozdielnych metédach a cieloch. Upozornili preto, Ze gramatickd
metdda, typickd pre formdlny vycvik a vyuzivand pri vyulovani klasic-
kych jazykov, nebola vhodna pre vSetky jazyky. Rozdielny ciel moder-
nych jazykov by zapricinioval, ze formélne vzdelanie by bolo obmedze-
né na ukor praktického ovlddania moderného jazyka. Je ale rovnako
potrebné povedat, Ze B. BydZovsky a J. Cenék poukdzali na niektoré
mylné udaje, ktoré klasicki filolégovia uviedli vo svojich pozndmkach.

V suvislosti s ndvrhom rozvrhu hodin z r. 1925 sa vyjadrili aj subko-
misie podlajednotlivych predmetov, zriadené pri Prazskom krajinskom
odbore. M6zu ndm poskytnut informdcie o tom, ako sa oni pozeralina
ndvrh. Subkomisia videla problém aj v nedostato¢nom osvojovani gra-
matiky. Ndvrh totiz ponechdval gramatiku v uzadi. V takom pripade by
bol profesor ntteny ju neustdle objastiovat pri ¢itani diel. Désledkom
toho by latindina strdcala svoj kulturno-vzdeldvaci vyznam. K navrhu
osnov subkomisia poskytla bohaté komentdre a ndvrhy. Latin¢inu Zia-
dali vyucovat od I. triedy.
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Povedomie o spornej otdzke klasickych jazykov v navrhu zdkona
§iril i klasicky filolég Jaroslav Ludvikovsky®” (29. 3. 1925). Citatelom
prerozpraval pripomienky F. Novotného, ale pozastavil saipri slovich
K. Veleminskeho. Odmietol, Ze by si klasicki filolégovia necenili redl-
ne vzdelanie a uvedomovali siich velky vyznam v ré6znych odvetviach.
Tvrdil, Ze sami absolventi redlok sa stazovali na jednosmerne praktic-
ké zameranie. Objasnil, Ze klasicki filolégovia nebrénili prenikat redl-
nemu a modernému smeru, no pokusili sa obh4jit asporl ten pozosta-
tok gymnazidlneho vzdelania.

Profesor klasickej filoldgie Antonin Koldt>* (1926) postrehol v navr-
hu zdkona, Ze sice normalny a klasicky typ mali mat identicky ciel, no
nemali disponovat rovnakymi prostriedkami kich naplneniu. Osnovy
na normélnom type ponechdvali gramatiku v dzadi, na druhej strane
mali Ziaci za¢inat s prekladom priskoro. Pripomenul, Ze gramatika sa
povazovala za vSeobecne dodlezZity prostriedok uéenia sa akéhokolvek
jazyka. Vyulovanie, pocas ktorého mali Ziaci prekladat suvislé ¢ldnky
bez dostatoného poznania gramatiky, nemalo podla neho vyznam.
Hoci musime povedat, Ze klasicky typ by urcite poskytoval hlbsie pre-
niknutie do antickej kultdry aj tym, Ze Ziaci mali rozsiahlej$i a rozma-
nitejsi vyber literdrnych diel a vyucovanie bolo doplnené i o stidium
gréctiny.

Zorganizovand bola dokonca i anketa o reforme SS, ktord zabezpedi-
la redakcia ¢asopisu Nové Cechy v spoluprici s klubom A. CiZek a ¢asopi-
som Ruch filosoficky. Jedna z otdzok zistovala ndzory na mozné posunu-
tie latinéiny do V. triedy v rdmci jednej vetvy. Ndsledne boli zverejnené
odpovede jednotlivych respondentov: mnohych vysokoskolskych pro-
fesorov, odbornikov, osobnosti a i. Va¢$ina ic¢astnikov bola za ponecha-
nie latinéiny v rdmci niektorej triedy z niz$ieho oddelenia (Nové Cechy,
1925, s. 8, 6-8). Najlepsie vystihol podstatu ankety redaktor E. C. (1925b,
$.66):,,[...] atje psalimoderni filologové, pravnici, lékafi, historikové &

32 J.Ludvikovsky (1895-1984) bol vysokoskolsky profesor klasickej filoldgie a dekan
Filozofickej fakulty Univerzity Komenského v rokoch 1937-1938.

33 A.Koldf (1884-1963) bol profesor klasickej filolégie na Komenského univerzite
v Bratislave.
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filolosové, Ze antika a studium starych jazykt m4 pro nds dosud vétsi
vyznam nez pfipousti divodova zpriava komise®. Tato anketa tym upo-
zornila, Ze mnohi odbornici z r6znych oblasti povazovali latinéinu za
podstatny prvok vyuéovania v ramci spolo¢ného zdkladu.

Mnozstvo réznych prispevkov, venujuicich sa problematike rozsa-
hu vyudovania latinéiny, sved¢i, Ze zdujem vyjadrit sa malo Siroké pub-
likum. Apologéti klasickych jazykov v diskusii pribliZili r6zne zdvazné
nedostatky navrhu, ale i ndsledky, ktoré by mohli nastat. Vo viacerych
pripadoch tym dosvedéovali nepremyslené a nedostato¢ne opodstat-
nené kroky v suvislosti s otdzkou latin¢iny. Hoci mal navrh aj viacero
pozitivnych strdnok, nepreukdzal, Ze spornu otdzku klasickych jazy-
kovriesil komplexne, systematicky, erudovane a prihliadajic na ndzo-
ry druhej strany. Napokon sa o ndvrhu zdkona v parlamente nehlaso-
valo (BydZovsky, 1937).

Reformné redlne gymnazium ako argument pre vyucovanie
latinéiny vo vyss$ich triedach

Jednym z argumentov, preco posunut vyucovanie latinéiny do V. tr., boli
RRG, kde jej vyucovanie takymto spésobom uz prebiehalo. T, ktori takto
rozmyslali, predpokladali, Ze vyulovanie bude rychlejsie a efektivnej-
Sie, pretoze starsi ziaci by boli schopnejsi a vyspelejsi. U¢ivo, ktoré ini
nadobudli v niz$ich triedach, bolo podla nich mozné dobehnut. Zvy-
$il by sa pocet hodin vo vyssich triedach, ako aj tempo ziakov. V suvis-
losti s ministerskym ndvrhom zr. 1923 sa vyjadril aj riaditel V. Kubelka
(27. 5.1923), povazujuci klasické jazyky, za hlavnd prekdzku reformy.
Nazddval sa, Ze latincine by jej obmedzenie do IV. tr. neuskodilo. Aj
Diivodovd zprdva (1925) predpokladala, Ze Ziaci rozhodnuti pre huma-
nitny smer uciva by boli zdroven vyspelej$i a pripravenej$i a v kombi-
ndcii s lepSou metddou by mohli dosiahnut prispdsobeny ciel.

U% v roku 1921 O. Kddner (C4st informaéni, 1921) pochyboval na
schddzi poradného zboru, Ze by bolo vhodné, aby sa argumentovalo len
niekolko ro¢nymi skusenostami RRG, pricom zdroveri islo o vybranych
$tudentov. Bol potrebny isty ¢as, ktory by poskytol informécie o tom,
ako zvlddli $tudium na vysokej $kole ich absolventi na odboroch, kde
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bola znalost latinéiny nevyhnutnd. Aké skuisenosti mali ale profesori
z tohto typu gymndzid?

Uditel Antonin Kudrnovsky™* (1924) tvrdil, Ze ziskat dobré vysledky
je mozné aj na RRG. Mal v§ak mnoho podmienok: zZiakov mal vyuco-
vat skdseny uditel, Ziaci mali byt pracoviti, triedy nesmeli byt preplne-
né ai. Napokon ale uznal, Ze dosiahnut u¢ebny ciel nie je na RRG lah-
ké ani pre uditelov, ani pre ziakov v porovnani s RG. Tvrdil, Ze sprdvne
sa latinsky vyjadrovat nevedeli ani Ziaci KG a RG. Vo svojom prispevku
odprezentoval niekolko svojich navrhov, prostrednictvom ktorych by
sa postupne mohli upravit aj u¢ebné osnovy RRG. V kombindcii s lep-
$ou metddou by tak bolo mozné dosiahnut ciel vyucovania, hoci o nie-
¢o znizeny. Aj Vladimir Groh® (1924) zastéval ndzor, Ze nie je mozné
takto dosiahnut zadefinovany ciel latinéiny a to: ,,[...] pokud jest vyja-
dfen pozadavkem poskytnouti spolehlivou znalost latiny a to jednak
jako prostfedku, aby Zak porozumél pivodnim textim spisovateld,
jednak jako zdkladu filologického vzdéldni (s. 306). Ziaci podla neho
neprichddzali filologicky pripraveni, pretoZe im to CeStina ani moder-
né jazyky nesprostredkovdvali. Tym padala i moznost dobre si osvo-
jit latinéinu na RRG. Preto dufal, Ze RRG nebudd predstavovat vycho-
disko pre reformu SS.

Problematicky bol i stanoveny pocet hodin. RRG mali najhorsie
podmienky vyucovania latinéiny, no zdroven sa predkladali ako argu-
ment k posunutiu latinéiny. Rozvrh predmetov (C4st informaéni, 1925)
urdil ale niz$i pocet hodin latin¢ine neZ na RRG. Preto bolo otdzne ¢i by
gymnazidlna vetva vobec bola schopnd dosiahnut ciel.

I subkomisia pre klasické jazyky, zriadend pri Prazskom krajin-
skom odbore, protestovala so zavedenim latinéiny od V. triedy v rdm-
cijednej vetvy. Taktiez argumentovali skisenostami z vyu¢ovania na
RRG. Ziaci aj podla nich neprichddzali dostato¢ne jazykovo priprave-
ni na $tudium latinéiny, hoci sa opierali o poznatky nadobudnuté na

34 A.Kudrnovsky (1878-1939) bol stredoskolsky profesor a riaditel, autor uéebnic la-
tindiny.

35 V. Groh (1895-1941) bol klasicky filoldg, vysokoskolsky profesor starovekych de-
jin a dekan FF MU.
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inych jazykoch a pochybovali, Ze by bolo mozné dosiahnut ciel pri zni-
Zenom pocte hodin. Prax z RRG dokazovala, Ze uz 30 hodin bolo sotva
dostacujucich. Zdroven zdoraznili, Ze Ziaci by boli niteni osvojovat
si mnozstvo poznatkov v kritkom ¢ase, ¢oho dosledkom by sa uéivo
neuchovalo dostato¢ne v pamiti ziaka a nebolo by mozné precvico-
vat uéivo v §kole. (K ndvrhu osnov, 1926). Podobne zmyslal i E. Capek
(E. C., 19253, s. 63).

Klasicki filolédgovia vo svojich Pozndmkach povazovali podmienky
RRG za najmenej priaznivé. Na tomto type $koly skusenosti hovorili,
Ze latinéina sa stdvala predmetom odbornym, nie v§eobecne-vzdeld-
vacim, &o sa vzpieralo pojmu SS. Zdroveti profesori z RRG Ziadali vyu-
Covanie latindiny aj v niz$ich triedach. Aj oni povaZzovali latin¢inu za
indikdtor nadania ziakov. Jej absencia by znemoziiovala rodi¢om a uéi-
tefom objavenie nadania Ziakov.

Latinéinu od V. tr. odmietol i prof. prdva Emil Svoboda (1925),
vychddzajuc zo svojich skusenosti tvrdil, Ze redlka sa mala upravit
blizsie ku gymndzidm, ¢im by sa spomalila dehumanizdcia. Naopak,
odborny uditel Jan Uher (1925), vychddzajuc zo svojej osobnej skuse-
nosti, si vedel predstavit latin¢inu od V. tr., no predpokladal upravené
metddy a reSpektovanie didaktickych zdsad. Aj prof. statistiky Dobro-
slav Krejéi (1925) bol rovnakého nédzoru, pricom by sa tym vyriesil aj
prestup z me$tianky na SS. Navrhol zaradit do IIl. a IV. tr. hodinu latin-
skej a gréckej kultury, ktoru by im sprostredkovalo ¢itanie a vyklad
prelozenych diel.

Skusenost 0s6b, vyulujucich latinéinu na RRG, nepotvrdila, Ze by
Ziaci dokdzali splnit stanoveny ciel — podobny tomu na KG alebo RG.
Jednotlivi autori upozoriiovali na nepriaznivd hodinovu dotéciu, taz-
ko splnitelny ciel a gramatickd nepripravenost Ziakov, $tudujucich na
tomto type SS. Z4roveni tvrdili, Ze takyto model odporoval didaktic-
kym zdsaddm. Autori objasnovali, Ze u Ziakov z RRG nebolo tak uspes-
né formdlne vzdelanie, realizované na vyu¢ovacom a cudzom jazyku.
Vo vSeobecnosti preto mdzeme zhodnotit, Ze prax z RRG nepotvrdzo-
vala sprdvnost predpokladov o rychlejSom tempe a vyspelosti ziakov
zo strany odporcov. Nehovoriac o tom, Ze ndvrh komisie stanovoval
niz$i pocet hodin. Tento udaj len zndsoboval pochybnosti o moznosti
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splnenia definovanych cielov. Vo vyufovani by sa tak strdcal kultur-
ny vyznam latinéiny a vzdeldvaci proces by bol sprevadzany priliSnym
gramatizovanim.

Dalsi vyvoj reformy SS v suvislosti s latiné¢inou

V nasledujicom ¢ase ale diskusia o reforme SS zostala v izadi. Dosved-
¢uje to aj mnozstvo publikovanych prispevkov v pedagogickych ¢aso-
pisoch.*® V kratkom &ase sa vystriedali traja ministri §kolstva. Dal§{
minister Otakar Srdinko prerusil dal$ie rokovanie o ndvrhu zdkona.
Neskor sa ministrom $kolstva stal Milan HodzZa. V r. 1927 vydal vynos,
ktorym doslo ku kurikuldrnemu zbliZzeniu KG s RG a redlky s RRG. Tato
Uprava sa nazyva aj ako tzv. Mald HodZova reforma. 18lo o krok, smeru-
juci k vytvoreniu jednotného spolo¢ného zdkladu tym, Ze bolo posu-
nuté vyulovanie gréctiny na klasickom gymndziu do V. tr. a podobne
aj vyulovanie francuz$tiny (angli¢tina) na redlnom gymndéziu. Upra-
vené bolo i vyuéovanie deskriptivnej geometrie a odstrdnil sa i pred-
met kreslenie z V.—VL. tr. Na RRG sa ale radikdlne zniZil pocet hodin
latindiny o 13 hodin. Uvedenou reformou sa vytvorili dva $tvorro¢né
spolo¢né zdklady, jeden pre KG a RG a jeden pre redlky a RRG. Nésled-
ne MSaNO upravilo i ciel latinéiny v V. tr. v oblasti gramatiky (Vynos
¢. 71.214-11 6/1927; Vynos &. 78.538-11 6/1927; Kddner, 1931; BydZov-
sky, 1937).

Aj na tento krok MSaNO zareagovali mnohi. Sprévny vybor Ustred-
ného spolku ¢eskoslov. profesorov zverejnil svoje stanovisko k posunu
spominanych jazykov do V. tr. Poukdzali na chybajuci udaj o oprdvne-
nosti absolventov RRG vzhladom na $tudium na vysokej $kole este pred
zapisom 1927/28 (Projev spravniho vyboru, 1927). Aj Jaroslav Vocilka®’
(1927) bol znepokojeny nad posunutim jazykov, pretoze SS sa tak nepri-
blizovala praktickému Zivotu. Zaroven zd6éraznil, Ze RG bolo populdr-
ne aj tym, ako malo postavené vyucovanie latinéiny a francuzstiny.
Podla F. Novotného bolo vyucovanie latin¢iny na RRG len ,zdanlivé®.

36 Vidsia pozornost sa sustredovala na témy ako: prijimanie primanov, problemati-
ka ucebnic ¢i otdzka pretazovania Ziakov.
37 ]. Vocilka bol profesor redlneho gymndzia.
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Klasicki filolégovia na svojom zjazde navrhovali zru$it RRG. Aj Fran-
tiSek Groh®® sa vyjadril, Ze RRG sa za 10 rokov existencie republiky
neosveddili. Riaditel dievéenskej redlky Alois Variura podmienoval
existenciu RRG ich reformou (Anketa, 1929). Je v§ak zaujimavé, Ze aj
jeden z najvadsich odporcov klasickych jazykov B. Bydzovsky povazo-
val radikdlne zniZenie poctu hodin latinéiny na RRG za prehnané a Ze
to bol omyl (Anketa, 1929).

Uvedeny stav zapri¢inil, Ze filozofické fakulty nechceli prijimat
absolventov RRG bez dopliiujicej skusky z latinéiny (Bydzovsky, 1937).
Neskér boli preto podmienky prijatia na filozofickych fakultdch upra-
vené a stanovovali, Ze Studenti sa mohli zapisat, priCom museli vyko-
nat dopliujucu skdsku z latin¢iny do konca druhého semestra v pri-
pade, Ze chceli nadobudnit uditelskd spdsobilost alebo absolvovat
rigoréznu skusku.*® Rozsah zodpovedal skigke na KG a RG (Vynos
¢. 46.128-11, 6/1928).

Je potrebné povedat, Ze MSaNO v tejto reforme nezohladnilo pre-
doslu diskusiu v suvislosti s latin¢inou, ked zredukovalo pocet tyzden-
nych hodin latindiny, séitajic vSetky triedy, na 17. Skusenosti z RRG
neodporucali, aby bol tento typ gymndzia prekladany za vychodisko
reformy v suvislosti so spdsobom vyudovania latinéiny. Vysledky Zia-
kov ani prax tomu nezodpovedali a upozoriiovali na to kompetentné
osoby. Uz vtedy profesori povazovali hodinovu dotdciu latindiny na
RRG za nepostadujuicu. Je preto prekvapivé, ze MSaNO sa rozhodlo pri-
stupit k radikdlnemu zniZeniu hodin.

V roku 1929 minister Anton Stefdnek zorganizoval anketu. Opi-
tovne zazneli otdzky zbliZenia mestianky a SS, riesil sa prestup Ziakov
z mestianok, ale i otdzka jednotnej SS. Nami skimanej témy sa tyka-
la 6. otdzka, v ktorej sa zistovalo ¢i je mozné, aby latinéina, sprostred-
kujuca vSeobecné a formdlne vzdelanie, bola nahradend moderny-
mi jazykmi a ¢i by postacovalo, aby bola latin¢ina obmedzend len do
vyssich tried v suvislosti so $tudiom na filozofickych, prdvnickych

38 F. Groh (1863-1940) bol klasicky filoldg, profesor a dekan na Filozofickej fakulte
Karlovej univerzity, spoluredaktor Listov filologickych.
39 Priniektorych odboroch bolo nutnd i dopliiujica skiska z gréltiny.
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a teologickych fakultdch. Neskor boli jednotlivé referdty ucastnikov
publikované a podla uvodnych slov ministra, sa anketa mala sustre-
dit najma na vonkajsiu reformu, hoci sa zd4, Ze v suvislosti s latinéinou
ide o vnutornu reformu. V ramci ankety F. Novotny ponukol syntézu
svojich predoslych myslienok, zdévodriujuc jej kulturne a formélne-
-vzdelavaci a prakticky vyznam. V mene prirodovedeckej a lekarskej
fakulty MU, vysokej polnohospodarskej $koly a veterindrskej vyjadril
poZiadavku latindiny od I. triedy (Anketa, 1929).

Vo vSeobecnosti mdzeme povedat, Ze hoci v predoslom obdobi
postavenie latinéiny v rdmci niz$ej SS predstavovalo spornd tému, vié-
S$ina ucastnikov ankety bola za jej ponechanie v nizsich triedach, resp.
od 1. triedy, pri¢om predpokladali zniZeny pocet hodin. Zaujimavé je
ito, Ze hodnotu latinéiny ocenili i ludia z oblasti techniky (Anketa, 1929;
Uher, 1929). B. BydZovsky uvedeny stav zd6évodnil: , Pfes to jsem pte-
svédéen, Ze vhodnej$im vybérem osob mohl se nejvyssi ufad skolsky
vyhnouti vytce jednostrannosti“ (Bydzovsky, 1937, s. 36). To ale nezna-
mengd, Ze nezazneli slovd odporcov klasickych jazykov. Okrem toho tato
anketa opit ukdzala, Ze mnohi boli nadalej za ponechanie latin¢iny
v rdmci niz$ich tried a Ze nebolo tak jasné a jednoduché zodpovedat,
aké miesto by mala mat latinéina v rdmci stredoskolského vzdelania.

Na konci roka 1929 sa ministrom $kolstva stdl Ivan Dérer. MSaNO
nasledne vr. 1930 vynosom vyhldsilo novu upravu prehladu hodin na
jednotlivych typoch SS v I. a II. tr. Bol tak ustanoveny dvojroény spo-
lo¢ny zdklad bez vyucfovania latinského jazyka a jednotny pre vSet-
ky typy SS. Dalsie triedy sa diferencovali najmi v jazykovom vyuéo-
vani. Osnovy mali byt platné od $kolského roku 1930/1931 (Vynos
&. 87.128-11 6/1930). Nedoslo k iprave vonkajsej organizécie SS, ale idlo
o kurikuldrne zbliZenie jednotlivych typov SS. O. Kddner (1931) pouka-
zal, Ze i8lo v podstate o pévodny ndvrh este prof. Franti$ek Drtiny ¢i
o pdvodny ndvrh klasickych filolégov. Z4roveti sa SS kurikuldrne zbliZi-
la s me$tiankami, ¢im sa zjednodusil i prestup medzi nimi (BydZovsky,
1937). Novym bolo, Ze hodiny klasickych jazykov mali sprostredkovat
aj ako grécko-rimska vzdelanost poznacila ndrodné kultury v Eurd-
pe. To bolo dévodom, preco sa napokon ¢itali i stredoveké ¢i novove-
ké diela, napisané latinsky. Za zmienku stoji uviest, Ze vynos zvysil aj
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pocet hodin latindiny na RRG, kde sa mala vyucovat s celkovym po¢-
tom hodin 23.

Reformnd komisia pre reformu SS, ktord bola ustanovend minis-
trom I. Dérerom, sa nésledne podielala aj na tvorbe osnov (Minister-
ské vyhldgky, 1933). Vysledkom mnohych jednani bol Ndvrh ucebnich
osnov pro stredni Skoly (1933). Podla vynosu MSaNO sa malo podla nich
postupne vyucovat od $kolského roku 1933/1934, pokial nebudd defi-
nitivne upravené (Vynos &. 4547-11 7/1933). V nasledujicom obdob{
k vyraznejsej uprave ¢ obmedzeniu latindiny do konca trvania 1. CSR
uz ale nedoslo.

Diskusia a zdver

Predkladand $tddia sa snazila predstavit latin¢inu ako jednu zo spor-
nych otdzok v stvislosti s reformou SS. Latinéina, ktord bola v obdob{
Rakuska-Uhorska istym zjednocujicim prvkom, bola v obdobi 1. CSR
postupne nahrddzand vyucovacim jazykom a do popredia sa ¢oraz-
-viac tla¢ili moderné jazyky. Odporcovia klasickych jazykov upozor-
fovali na jednosmerné (humanitné) zameranie SS, v ktorom velkd
ulohu zohrdvalalatinéina, zd6raziiovali potrebu zaradit a zvysit zastd-
penie dalsich predmetov. Pripominaliich ,neuZitoénost® pre prakticky
zZivot, dosledkom ¢oho tak poukazovali na praktickd potrebu ovlddat
moderné, zivé jazyky. Pokusali sa preto posunut vyudovanie latindi-
ny do V. tr. vramci jednej vetvy. Tento svoj zamer sa snazili zdévodnit
tym, Ze predpokladali vacsiu vyspelost ziakov, rychlejsi postup udiva
ajednym z argumentov sa stali RRG. Podla nich bolo moZné formdlny
vycvik sprostredkovat aj na hodindch vyulovacieho jazyka (¢eskoslo-
venského) vkombindcii s cudzim jazykom. Prax z RRG ale nepotvrdzo-
vala tieto ich predpoklady. Zdstancovia klasickych jazykov ale upozor-
novali, Ze stredné skoly nemali za ciel len pripravu na Zivot, ale svojich
$tudentov chceli predovsetkym integrdlne formovat.

V diskusii o latin¢ine zohrévali velku dlohu aj reformné poziadavky,
zdobraziiujuce potrebu respektovat dusevnych vyvin dietata. Niektor{
preto povazovali vyuéovanie latinéiny v rdmci niz$ich tried za nepri-
merané veku a schopnostiam deti. Tento stav ale nemusel byt nutne
rieSeny posunutim latinéiny do vy$sich tried. I$lo skor otdzku metdd,
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ktoré pouzivali profesori klasickej filolégie. Mohlo to viest k disku-
sii, v ktorej by sa prehodnocovala situdcia s pedagogickym a didak-
tickym vzdelanim stredoskolskych profesorov. Zd4 sa, Ze odporcovia
v tom nevideli problém napriek tomu, Ze $tidium na univerzitich bolo
v danom obdobi postavené na vedeckom sprostredkovani uciva. Absol-
venti sa stavali v prvom rade odbornikmi vo svojom odbore a chyba-
li im poznatky a schopnosti, ako odovzdat udivo primerane veku ich
Ziakov, ¢ize pedagogicko-didaktickd priprava.

Na prvy pohlad sa zd4, Ze jednym z rieSeni by mohol predstavovat
model, v ktorom by sa latin¢ina vyuéovala od L. tr., pricom by sa pred-
pokladal zniZeny pocdet hodin asponl v prvych dvoch triedach. Velku ulo-
hu tu zohrdvala ale poziadavka demokratizovat $kolstvo. Ponechanie
latindiny od I. tr. by nezjednodusilo prestup nadanych ziakov z mes-
tianky na SS & prestup medzi jednotlivymi typmi. Naopak, niektori pre-
to videli rieSenie v odstraneni latinéiny z nizsich tried a jej prevedent
v ramci jednej vetvy. Latin¢ina by sa tak stala vyberovym predmetom.
Takato redukcia latin¢iny by zuzila Casové moznosti a obmedzila aj
rozsah sprostredkovaného uciva, ¢im by nebolo mozné dosiahnut cie-
le, ktoré boli nevyhnutné k tomu, aby bolo mozné zuzitkovat vyznam
klasickych jazykov. Mnohi, vritane vysokych $kél, preto nesuhlasili.

S cielmi suviselo i formalne vzdeldvanie, ktoré sprostredkovdvala
najmaé latinéina. ,Apologéti“ klasickych jazykov prezentovali latin¢inu
ako najvhodnejsi prostriedok formdlneho vzdelania pre jej objektivitu,
pestrost, uzavretost a metéddu. Naopak, druhd strana zastdvala nézor,
ze na formdlnom vzdeldvani sa podielaju vSetky predmety. Nevideli
preto problém v tom, aby tuto funkciu plnil vyudovaci a cudzi moder-
ny jazyk. Tieto myslienky ale nepotvrdzovali skidsenosti a prax z RRG,
kde sa profesori pri vyucovani latin¢iny opierali o poznatky, nadobud-
nuté na hodindch cudzieho a vyucovacieho jazyka.

Druhy ciel bol spity s jej kultirnou hodnotou. Viaceri zdstancovia
klasickych jazykov sa pokusali zdévodnit miesto latinéiny poukdzanim
na kultdrne-vzdeldvaci vyznam antiky, s ktorou sa Ziaci zoznamova-
li prostrednictvom ¢itania literdrnych diel. Klasické jazyky (no najma
latinéina) predstavovali v skimanom obdobijednu zo zloZiek antickej
kultdry. Ich vyucovanie preto povazovali zastancovia za nevyhnutné
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pri jej sprostredkovani. To bol zdroveri dovod, preco sa preklady anti-
ckych diel neuzndvali ako plnohodnotnd ndhrada ¢itania origindlov.

Zaroven mdzeme povedat, Ze zastancovia klasickych jazykov boli
postaveni do pozicie brénit klasické jazyky, a preto prezentovali boha-
té argumenty a priklady, zddvodfiujice vyznam latinéiny. Castokrat sa
vyjadrovali a vystupovali pokojnejsie. Opozicia ¢asto zostdvala len pri
utoku a svoje tvrdenia argumentaéne nepodkladala. Je zdroveri d6lezi-
té povedat, Ze proti latinéine sa vac¢$inou vyjadrovali osoby, ktoré ten-
to predmet nevyucovali a ¢astokrdt s iou mali skusenost este zo svo-
jich Studentskych ¢ias, ¢o mohlo predstavovat isty problém. Takymto
sposobom vychddzali zo svojich subjektivnych pocitov, ktoré vdanom
¢ase uznemuseli zodpovedat aktudlnej situdcii. Podobne ako iné pred-
mety, aj latin¢ina sa menila.

Na priklade predstaveného diskurzu o reforme SS v stvislos-
ti s latin¢inou mézeme badat viaceré zaujimavé skutocnosti. Osoby,
zodpovedné za reformu SS prezentovali rézne ndvrhy ¢&i zrealizova-
li viaceré kroky v otdzke postavenia latin¢iny. Niekedy sa zd4, ze ich
nazor predstavoval ten vi¢$inovy. No nebolo to uplne tak. Za pone-
chanie latinského jazyka vystupovali mnohé autority, od jednotlivcov
aZ po vysoké skoly, ktoré mali k obmedzeniu latin¢iny vazne vyhrady.
Sveddia o tom mnohé stanoviskd, ktoré boli publikované v rdznych
Casopisoch, vyhldseniach & anketdch. Zd4 sa, Ze na ndvrhy ¢ samot-
ny postup reformy SS v tejto veci malo vplyv to, kto boli ¢lenovia komi-
sif a aké ndzory zastavali.

Protichodné ndzory, nejednoznacnost v hladani odpovedina spor-
nu otdzku postavenia latinéiny a nejednota boli vyrazne premenné,
ktoré ovplyvnili i koneéné rieSenie reformy SS. Reforma SS napokon
vyvrcholila vytvorenim dvojroéného spolo¢ného zdkladu bez latinéiny.
Tento model ponechal jednotlivé typy SS, zjednodusil prestup Ziakov,
oddialil Ziakovo rozhodnutie o jeho dalSom smerovani a i. Boj zdstan-
cov klasickych jazykov ale urdite prispel k tomu, Ze nezvitazil model
odporcov, v ktorom sa mala latin¢ina stat len vyberovym predmetom.
Hoci doslo k redukcii poétu hodin latin¢iny, podarilo sa im ale obhd-
jit potrebu zachovania latinéiny (v rdmci III. az VIIL tr.) na KG a RG.
Uspechom bolo i opitovné navy$enie po¢tu hodin latin¢iny na RRG.
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Vysledkom reformného procesu v 1. CSR bol akysi kompromis medzi
dvoma, oproti sebe stojacimi stranami. Reforma napokon pripusti-
laisty vyznam latindiny na SS a potrebu jej vyu&ovania ako vzdialend
pripravu na $tudium na rozli¢nych fakultdch. Zdroven nepriamo oce-
nila vyznam antickej kultury pre stredoskolské vzdelanie.

Boj o zachovanie latin¢iny v rdmci stredoskolského vzdelania
vo svojej podstate predstavoval zdpas o vyznam humanitného vzde-
lania ako takého. V uvedenom obdobi bola délezitost humanitnych
predmetov spochybriovand a hodnotend ¢i merand najmé z pohladu
ich prinosu do sveta price a kazdodenného Zivota ¢loveka. Hoci nie
je vyznam humanitnych predmetov hmatatelne viditelny, nemoze-
me spochybriovat ich prinos. Hodiny klasickych jazykov (ale i dalsie
humanitne zamerané predmety) v skiimanom obdobi boli priestorom,
kde sa ziaci oboznamovali s ideami demokracie, pojmom obc¢an, odo-
vzd4vali estetické a etické hodnoty, &m formovali aj ob&anov 1. CSR,
¢o malo v danom obdobi nesmierne velky formacny a vychovny vyz-
nam v kontexte mladej demokracie vzniknutej CSR.
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Uvod

Soucasnd nejen Ceska spoleensko-politicka diskuze se velmi rych-
le promeénila v otdzce bezpecnosti a bezpe¢nostni politiky. Na pfelo-
mu 20. a 21. stoleti ve svétové politice pfevazovala témata evropské
integrace, ekonomického sjednocovéni, podpora ekonomického ristu,
otevirani Zdpadu a dal$ich ¢asti svéta a doba podatku 21. stoleti byla
chdpdna jako obdobi mnoha vyzev a moznosti, aniz by celkovi sta-
bilita a optimismus svétového ristu a pevného rozloZeni sil ve svéte
byly zdsadné pfehodnocovany. Dnes tomu tak ale neni. Soucasna dis-
kuze stavi do poptedi ,,ohrozeni Zdpadu® (Ferguson, 2014). Ziejmé je
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narustdni socidlnich rozdild a promény hodnot Zdpadu, respektive
oslabovénijeho tradi¢nich kulturnich a ekonomickych pilift (Ferguson,
2016; Zakaria, 2012; 2017). S tim souvisi i velmi silné promény tématu
bezpecnosti, ohrozeni a jistoty — osobni’i spoleCenské —v pedagogické
diskuzi. Tento ¢lanek pfedkldda historicko-komparativni vyvoj skoln{
edukace v bezpe¢nostni problematice’ se zamé¥enim na vychovnou
slozku. Téma bezpelnosti, ,ekonomické i bezpe¢nostni stability“, pfed-
stavuje zdsadni podklad mnoha diskuzi o cilech vzdélavan{ a vychovy
v modernich zdpadnich spole¢nostech. Bezpeénostni problematika
ve $kole uzce koresponduje s potfebami a vyzvami bezpeénosti v danych
obdobich. Konceptualizace bezpecnostni problematiky se ve $kolnim
prostiedi vyviji od pfedvojenské vychovy, resp. vychovy k brannosti,
k socidlnim, psychologickym (Mares, 2014; Kebza, 2013), ekonomickym,
ekologickym a informaénim souvislostem modern{ civilizace (Zakaria,
2021; Sak, 2018). Spoleéenské systémy jednotlivych zemijsou vzdjemné
Uzce provizané, pokracuje proces globalizace (Eichler, 2009) s envi-
ronmentdlnimi a socidlnimi dopady véetné migrace (Huber, 2016).
Technologicky rozvoj pfindsi nové informacéni a kybernetické hrozby.
Komplexnost bezpe¢nostnich témat se dotykd mnoha vzdéldvacich
oblast{ a dil¢ich vzdéldvacich obort. Bezpecnostni hrozby maji své geo-
grafické, historické, spolecensko-kulturni, politické a dalsi souvislosti.
Z tohoto pohledu je zfejmé, Ze bezpeénostni témata ve $kolni eduka-
cinelze tematizovat oddélené, v jednotlivych ,oborech®, ale musi byt
pojata provdzané v kontextu tzv. kultury bezpeénosti $koly (Mayer &
Jimerson, 2019; May, 2018). Jak ukazuje napiiklad opakované Setfeni
Ceské $koln{ inspekce (CSI, 2016; 2017), je nutné $ir${ problematiku
bezpedive skole ukotvit ve stdtni drovni projektového kurikula, v Rdm-
covych vzdéldvacich programech, s jasné vymezenymi ocekdvanymi
vysledky ueni a dislednou mezioborovou spolupraci. Samotné opod-
statnéni existence bezpecnostni problematiky jako obsahu vzdélani

1 Termin bezpe¢nostni problematika $kolni edukace oznacuje soubor bezpeénost-
nich témat, kterd tvof{ soucdst vzdélavani k zajisténi osobniho bezpedi a bez-
pecnosti stdtu.
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a procesu vychovy souvisi s proménami aktudlnich oblast{ ohrozeni
ve spolecnosti.

Historicky se vyvijelo nejenom oznaceni této problematiky od
vojensko-vlastenecké vychovy (ministersky vynos z roku 1915) pfes
obéanskou nauku a vychovu (zdkon &. 226/1922 Sb., tzv. maly $kol-
sky zdkon) k branné vychové (vynos o zavedeni branné vychovy na
stfednich $koldch a uditelskych ustavech z roku 1934 Ministerstva
Skolstvi a ndrodni osvéty, déle zdkon ¢&. 184/1937 Sb., zdkon o obranné
vychové, zdkon &. 92/1951 Sb., zékon o branné vychové) aZ po vychovu
ke zdravi a bezpedi (MSMT, 2024). Vychovny a vzdéldvaci obsah bez-
pecnostnich témat zahrnoval vZidy naukové-odbornou slozku a zejmé-
navychovnou ¢dst zdarazriujici problematiku cilt a mravnich hodnot
mlddeze s ohledem na ,bezpecnostni hrozby“ spole¢nosti.

Cilem textu je rekonstruovat vybrané ,reakce” vzdélavaci poli-
tiky a procesu piipravy udlitelt s ohledem na dobové vnimani ,bez-
pecnosti ve $kole“. Studie nemd ambici poskytnout historicky uplny
prehled vyvoje vyuky této problematiky. Otdzky vychovy v ramci bez-
pecnostni problematiky jsou ovlivnény jak $ir§imi kulturnimi norma-
mi, tradicemi a pravidly dané spole¢nosti, tak i specifickym zaméfenim

waktudlnich spolecenskych hrozeb®. Tyka se toho, ¢im se chovéni ¢lent
urcité spole¢nosti nebo skupiny #idi s ohledem na $ir$i kulturni a his-
torické souvislosti (Zakaria, 2021) ajak reaguje ,vycvikem* na aktudlni
hrozby. Otdzka norem ,bezpecného chovani“ vychdzi z principt a zdsad
spravného jednani, kterymi se ¢lovék fidi z vnitiniho pfijeti a pfesveéd-
Ceni, nikoli ze strachu, donuceni ¢iideologického oéekdvdni. Historicky
pohled na vychovu a vzdéldvani v bezpelnostni problematice doklada
obtiznost hleddni souladu a vzdjemného poméru mezi teoreticko-prak-
tickou p¥ipravou (techné), tedy nacviéenym chovdnim a normativnim
yhastavenim®jedince v kontextu ndzord, postoju a hodnot, a ideologii
doby (epistémé), chovanim zazitym v rodiné, $kole a spoleénosti.
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1 Vyvoj kurikula bezpe¢nostnich témat s ohledem na koncepéni
zmény ve vzdélavani

Vyvoj edukace v oblasti bezpe¢nostnich témat odrdzi vyvoj vnimdani
bezpelnostnich hrozeb na dzemi stdtu ¢ ve vymezeném spolecenském
utvaru (Smolik & Smid, 2010). Spole¢enské, ekonomické, politické zmé-
ny predstavuji rovnéz promeény bezpe¢nostniho prostiedi, coz v peda-
gogické oblasti vyZaduje hleddni novych pojeti kurikula, obsahd, ptistu-
pt, metod, forem k ,,ochrané“ zdkladnich hodnot spole¢nostiijedince
v ni Zijictho (Timm, 2019). Bezpeénostni véda reflektuje rizika, kterd
s sebou pfindsi rozvoj civilizace, a poskytuje konceptudlni rdmec pro
teorii i praxi bezpednostni problematiky (Porada & Holcr, 2011). Vyvoj
edukace v bezpecnostni problematice je zajimavym piibéhem hledani
spolecenského konsenzu v pfitomnych dobovych hrozbach, rovnéz p¥i-
béh dopadu politiky na Zivot $koly i Zadkd nebo snahy o ochranu lid-
skych zivotd, ale i fenomén strachu®.

1.1 Vyuka k brannosti do roku 1918

Otdzka kurikula bezpecnosti ve $kolni vyuce byla spjata na pfelomu
19. a 20. stoleti, v obdobi dalsi fize utvdfeni ,ndrodnich“ stdty, ale
i modernizace nadnarodnich stdtnich dtvard, zejména s tématem
brannosti, pfipravy chlapcii na jejich ulohu pfi obrané stdtu. Pocdtek
vyuky v oblasti brannosti (pfedvojenské vychovy) je spojen se snahou
o zajisténi fyzicky zdatnych odvedenct do armddy a zavedenim vyu-
ky t&lesné vychovy pro chlapce do tzv. ,ndrodnich® §kol Ri§skym $kol-
skym zdkonem z roku 1869. To mimo jiné souviselo se zavedenim vSe-
obecné branné povinnosti v roce 1868, ale i diskuzi o ,,spolelenském®
zdravi a zdravi jedince nejen pro obranu ndroda, ale i pro jeho roz-
voj. Po vypuknuti prvni svétové vélky dochdzi k vyrazné militariza-
ci chlapeckého télocviku, zejména na stfednich $koldch zavedenim
jednotek tzv. junobrany. V podstaté se jednalo o vojenskou pfipravu.
V témze roce byla na vSech $koldch také zavedena vojensko-vlasteneckd
vychova (Simek & Halifov4, 2021). Ta méla za cil pfedevs§im mordlni

2 Srov. termin v dile Franka Fuerdiho Jak funguje strach. Praha: Academia, 2023.
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povzbuzeni branct, budoucich vojdkd, cilila mimo jiné na jejich emo-
ciondlné-hodnotovou slozku osobnosti. Tato vojensko-vlastenecka
vychova méla prostupovat raznymi pfedmeéty, zejména zemépisem,
déjepisem a cizimi jazyky (Bene$ & Pfeifer, 1916). ,[...] na zdkladé p¥i-
tomnych udélosti, a Ze se jim [pozn. — Zdkam] ptesvédlivé vyloZi potte-
ba tohoto studia jako ukolu vlasteneckého. Podle vyneseni c. k. zemské
gkol. rady ze dne 19. za¥{1914 ¢. 111-B 158 8 ukladdme, aby se tim vSecky
osoby uditelské tidily“ (Sedlagek in Zipek, 1929, s. 208). Jeji realiza-
ci ve Skoldch a znacny rozpor mezi statnim zdjmem habsburské fise
amoralnimi principy ¢eskych ucitelt v eskych $koldch doklddaji své-
dectvidcastniki: ,Orientace videniska z vynosu pfimo ¢isi; tam se bud
nevi, nebo nechce védéti o ndladé éeského zactvaiuditelstva“ (tamtéz,
s. 208). Autor déle pokraduje konstatovanim o zpravach ,dfednich®
které ,svédei o loydlnosti uditeld i Zaka“ (tamtéz, s. 208). Skoly byly
nasledné zapojovany do vale¢nych sbirek, pomocnych praci pro valeéné
hospodéfstvi, jako je vyroba cupaniny [pozn. — materiél na vyrobu
obvazi], sbéruléivych rostlin apod. (tamtéz, s. 207). Z dnesniho pohle-
duje zajimavé pfipomenout vyznam i mimoskolni pfipravy v brannosti.
Jiz v roce 1862 byl zaloZen télocvi¢ny spolek Sokol, ktery propojoval
mravni, vlasteneckou a télesnou vychovu (Nolte, 2002). ,Mylil by se,
kdo by jednotu sokolskou povazoval za pouhy obycejny dstav k silen{
svalti a kiepkosti téla“ (Sokol prazsky, 1883, s. 14). , U&el Sokola lezi
vy$e, mnohem vyse! On lezi v onéch vysSindch nejuslechtilejsich ided-
14, pravych lidumila a vlastenct, ve vysindch onoho mravného nadseni,
bez néhoz v déjindch ndrodt zadnych slavnych, zddnych velkych skut-
k@ vykonano nebylo. Nadchnout junéctvo éeské horoucildskou pro ony
vécné, skvéléidedly lidstva, pro svobodu, osvétu, mravnost, pro pravdu
a prdvo, roznititi vmladych srdcich posvatny plamen ¢istého vlastenec-
tvi..” (tamtéz, s. 14). Otdzka vlastenectvi a télesného rozvoje ovem
nebyla zdaleka jen cilem muzq, ale i Zen (Schiitovd, 2003; Beranovs,
1998), a nejen tkolem Sokola, ale i dal§ich télocviénych jednot zamé-
fenych dle svétondzoru jejich ¢lent. V roce 1909 vznikl Orel, katolicka
télovychovnad jednota, kterd zastfeSovala jednoty hldsici se ke katolické
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cirkvi® —a i ta cvidila nejen pro cile ,,vy$$i“ a podporu katolické sjedno-
cené sily lidstva, alei pro ndrod vedeny s ohledem na katolické hodno-
ty (Tlusty, 2022; Stumbauer et al., 2015; Stumbauer, 2020). Déle se na
konci 19. stoleti od Sokola oddélily i tzv. Délnické télocvi¢né jednoty
aidélnictvo cvidici pro ndrod, ale samoziejmé i pro mezindrodni sjedno-
ceni délnictva a socidlni pokrok (Waic, 2013). Tyto rozkoly neztstaly
v hlavnim spolku sokold nepovsimnuty, ba uddvaly dynamiku rozvoje
,ndrodniho* télesného cviéeni v &eské diskuzi: ,,Ze lidé pokrokovi, pti-
slu$nici ¢eského ndroda ani v otdzce télesné vychovy nesesli se v tdbote
jednom, nenf vinou sokolstva“*. [...] jsou délnické jednoty t&locvi¢né,
vedle Sokola, ba nékde dokonce proti Sokolu, toho pti¢inou je politicka
nesnasenlivost, politické kastovnictvi“ (tamtéz, s. 70). Samoziejmeé,
zZe specifickd diskuze panovala rovnéz v némeckych télovychovnych
organizacich na tzemf eskych zemi (Waic, 2008; Luh, 1988; Burian,
2012). Od roku 1911 posililo otdzku ,ndrodni“ té€lovychovné pfipra-
venosti u mlddeze skautské hnuti, jehoZ pfedstavitelem byl v éeskych
zemich spolek Jundk zaloZeny Ceskym ucitelem Antoninem Benjami-
nem Svojsikem. Skauting byl spojen s pobyty v pfirodé, zaméfoval se
nazvySovani odolnostijedince a dovednosti postarat se o sebe, a to vie
s ucelem podpotit télesny rozvoj jedince pro ,silu ndroda® a individudln{
rozvoj jedince (Bfichdéek, 2001; Santora, 2012). Skautské hnuti nabize-
loidedlni ptilezitost k procvicovani brannych dovednosti (Svojsik, 1991;
Svojsik, 2021). Velké ndroky klade skauting také na rozvoj hodnot obé-
tavosti, vytrvalosti, sebekontroly, zvlddnuti dovednosti samostatného
pobytu v pfirodé, odolnost, pracovitost, tedy na vlastnosti podporu-
jici pfipravenost jedince na souZiti ve spoleCenstvi. Skautské hnuti se
stalo souddsti kultury mladeze. Studenti ulitelskych dstavi méli byt
sezndmeni se zdsadami ,,vychovy praci a tdbofenim®, aby tyto zdsady
mobhli ddle §ifit mezi mlddeZi v uditelské roli (Simek & Halitov4, 2021).
Némecky skauting v ¢eskych zemich pak rovnéz rozvijel ,ndrodni ukol“
télesné vychovy, mnohdy ovSem naciondlné zaméfeny (Kasper, 2007).

3 Véstnik sokolsky: List svazu Ceskoslovanského sokolstva, 1909. Ro¢. 13, sesit 18.
4 Ceska obec sokolskd, 1910. Véstnik sokolsky: list Svazu Eeskoslovanského sokolstva.
Praha: Svaz eskoslovanského sokolstva, 1897-1934.
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Podobné se zaméfovaly na ,ndrodni rozvoj“ a ,ndrodni bezpe¢nost”
dal$i némecké spolky (Balcarovd, 2013).

1.2 Mezivéle¢né Ceskoslovensko 1918-1938
Po vzniku Ceskoslovenska doslo v roce 1923 k zavedeni ob&anské nau-
ky, k posileni vlastenectvi a ob¢anské vychovy v duchu své€tondzorové
otevrenosti, kulturni a ndbozenské tolerance a kosmopolitni otevienosti
(Kasper in Kasper, Kasperova & Pdnkov4, 2018, s. 23-33) na zdkla-
dé zdkona & 226/1922 Sb., tzv. ,maly $kolsky zdkon“. Prdvé obéanska
nauka se pozdéji stala dulezitym spolupilifem pro vychovnou slozku
branné vychovy (Simek & Halitfov4, 2021). Z jakého divodu? Vychova
k obcanstvi obsahovala apel na p¥ipravu mravnich hodnot chrédnicich
statni bezpecnost, alei ,vy$$i“ hodnoty lidstva. Tento ,mravni“ zéklad
se ve 30. letech 20. stoleti promitl i do branné vychovy a nepodafilo se
jej ,prekryt® ani stdle se zvy$ujicim a rostoucim bezpeénostnim rizikem
ze strany fasismu a nacismu, pozdé&ji oteviené agrese hitlerovského
Némecka. To se ukazovalo jiz v postupné pfijimanych vynosech minis-
terstva Skolstvi reagujicich na zhorSujici se mezindrodné politickou bez-
pecnostni situaci v Evropé. V roce 1934 Ministerstvo $kolstvi a ndrodni
osvéty vydalo vynos o zavedeni branné vychovy na stfednich skoldch
a ucitelskych ustavech. Tento vynos pozadoval, aby prvky branné p¥i-
pravy prostoupily v§echny pfedméty. V roce 1935 doslo k ptijeti zdkona
¢. 82 Sb., 0 ochrané a obrané proti leteckym utokam, byla zfizena civi-
Ini protiletecké ochrana (ve zkratce CPO), jejimz fizenim bylo povéfeno
Ministerstvo vnitra. Vychovnd slozka branné vychovy byla zaméfena
na vlastenectvi, poudeni o armddé, ale i na rozvoj charakteru a posi-
lovani vymezenych vlastnosti ¢lovéka podporujicich jeho obétavost
pro spoleéné cile a pfipravenost chrénit spole¢nost a stét: ,Teprve na
zdkladé obecné vychovy mravni a télesné vyviji se nadstavba specifické
branné vychovy a jejich praktickych aplikaci“ (Skofepa, 1938, s. 25).
»Tato pouceni a cvifeni nevytvoii u nds zadného zvldstniho ucebné-
ho pfedmeétu, nybrz prostoupi cely vyucovaci proud... Av tom je jeden
z podstatnych rozdild mezi nasi brannou vychovou a starym pojetim
vychovy pfedvojenské, kterd byvala zvld$tnim pfedmétem po vytce
praktického rdzu“ (tamtéz, s. 25). Samotny zdkon o branné vychové byl
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ptijat az v éervenciroku 1937 (zdkon €. 184/1937 Sb., o branné vychové).
Brannd vychova se tykala vSech ob¢ant od zahdjeni $kolni dochdzky
v 6 letech do 30 let a pro sluzbu v protiletecké ochrané do 50 let. Skoln{
brannd vychova tak tvofila pouze diléi usek vzdélavani v celkové branné
vychoveé. Po ukoncéeni $kolni dochdzky branné vzdélavani pfebirala vyu-
kova stfediska a uréené organizace.

Lze ¥ici, Ze v mezivdle¢ném Ceskoslovensku panovala ve vyuce
bezpecénostnich témat snaha o vyvdzeny rozvoj mordlnich vlastnos-
tijedince, propojeni teoretické vyuky a praktickych ndcvikd brannych
dovednosti, pfesto se nepodaftilo najitjednotny postup v této oblasti pro
celou republiku. Problémy se tykaly realizace této vychovy u ndrodnost-
nich mengin, zejména u poletné némecké (Simek & Halifova, 2021).

1.3 Brannd vychova od roku 1945 do konce 50. let

Po roce 1945 doslo ke znovuobnoveni zdkona o branné vychové z roku
1937,1kdyz zkuSenost 2. svétové valky znamenala pro brannou vychovu
velky koncepéni meznik (zdkon ¢&. 184/1937 Sb.). V ndvaznosti na prvo-
republikovy vyvoj brannd vychova obsahovala mravni, naukovou
a télovychovnou ¢dst. Naukova slozka byla tvofena brannymi akcen-
ty v jednotlivych vyucovacich predmétech (Simek & Halitov4, 2021).
Mravni slozka se zaméfovala zejména na otdzky vlastenectvi, zakladni
pouceni z vlastivédy a oblanské nauky, pouceni o armadé, tiibeni cha-
rakteru, rozvoj solidarity a state¢nosti.

Po spolecensko-politickych zméndch roku 1948 doslo k zdsadnimu
obratu v pojeti vyuky bezpeénostnich témat v souvislosti s ideologizaci
cile vychovy v ,lidové demokratickém* Ceskoslovensku. Cil komunis-
tické vychovy ¢lovéka s sebou nesl nejen oddanost ,,budovéni komu-
nismu®, diiraz na disciplinovanost ve $kole®, ale i oddanost branit

»idedly* komunistického svétondzoru a ,,socialisticky tdbor miru®. Dis-
ciplinovanost a oddanost ,slouzit socialismu® podporovaly rovnéz

5  Ktomu srov. opatfen{ proti rusivym zdsahtim do vyufovani na $koldch ¢. 15247-1.
Véstnik MSVU, 1951. Ro&. 7, &. 2, s. 14-16.
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zduraznéni vyznamu branné vychovy v Zivoté $koly, kdyZ vynosy minis-
terstva Skolstvi hned po roce 1948 a v 50. letech ménily chod $kolni-
ho Zivota.

Ve Véstniku ministerstva $kolstvi, véd a uméni z 20. 1. 1951 dochdzi
k doplnéni osnov pro $koly II. a III. stupné v druhém pololeti $kolniho
roku 1950/1951 se ztetelem k branné vychové®: , Vychova uvédomélych
a state¢nych obrancu lidové demokratické vlasti a svétového miru je
jednim z hlavnich ukolt $koly. Branné hledisko se musi projevovat pti
veskeré Skolni prici ve vSech pfedmétech. Brannd zdatnost zaki je pod-
minéna vysokou uvédomélosti politickou a mravni, zdatnosti fyzickou
avyspélosti rozumovou.“’ Brannd vychova na stfedni $kole (na dne$nim
druhém stupni) zahrnovala slozky branné-politické pfipravy, pofa-
dovych cviceni, sttelecké pfipravy, pfipravy pro zdravotnickou sluzbu
atopografii s branné-télesnou ptipravou. Celkem bylo ve vSech ¢tyfech
ro¢nicich vénovano 112 hodin teoretické a 112 hodin praktické ptipravé.
Skoly III. stupné vyudovaly navic i slozku branné vychovy vénovanou
fadim Cs. branné moci. Celkem bylo ve vSech ¢tyfech ro¢nicich skol
I11. stupné vénovano 104 hodin teoretické pfipravé a 104 hodin prak-
tické ptipravé.

V roce 1951 byl vyddn zdkon o branné vychové, ktery svym zpoli-
tizovdnim bezpecnostnich témat na dlouhou dobu ovlivnil postoje
ke vzdélavani v této oblasti. Zdkon ¢islo 92 z roku 1951 zrusil zdkon
o branné vychové ¢. 184 z roku 1937 a zavedl povinnou brannou vychovu,
kterd byla realizovéna ve §koldch, ve stfediscich pracujictho dorostu®
avzdjmovych organizacich. ,,U¢elem branné vychovy je zajisténi fddné

6  Ndzev skola druhého stupné (6.-9. ro¢nik) jako $kola stfedn{ a oznadeni pro navazu-
jici 8koly III. stupné (zdkladni odborné, odborné, vy$si odborné a étyfletd gym-
nézia) byly zavedeny zdkonem ¢&. 95 z roku 1948, ktery vesel do obecného pové-
domi jako zdkon o jednotné $kole (Cornejovd, Kasper a kol., s. 444).

7 Véstnik ministerstva Skolstvi, véd a umént, 20. 1. 1951, Ro¢. 7, €. 2, s. 16.

8  Stiediska pracujictho dorostu byla zatizeni vytvotend v roce 1951 v Ceskoslovensku
na zdkladé zékona ¢. 96/1950 Sb. Tato stiediska méla za cil poskytovat odborny vy-
cvik a vzdélani mladym lidem, ktefi byli v u¢ebnim nebo pracovnim poméru. Byla
soudasti $irStho pldnu socialistické vychovy, kterd zahrnovala nejen odborné, ale
i politické, kulturni a télesné vzdéldni. Stiediska byla zfizovdna ndrodnimi, stdt-
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ptipravy nejsir$ich vrstev pracujictho lidu k plnéni tkolt obrany vlasti,
prohloubenijednoty pracujiciho lidu s lidové demokratickou armédou,
vychova pracujictho lidu k vérnosti a spojeneckému svazku se Sovét-
skym svazem a se stity lidové demokracie, zvySeni jeho odhodlanosti
a schopnosti k obrané vlasti a tim i dsilf o zaji§téni svétového miru.“®
Dle zdkona se tedy nejednalo v rdmci $kolniho vzdéldvani o samo-
statny pfedmét, nybrz o ,infiltraci“ branné tematiky do chodu $koly,
$kolni vychovy a vzdéldvani. Ve skoldch byla zavedena brannost v riz-
nych povinnych formach —branna cviéeni, branné kurzy nebo zavody
branné zdatnosti.”

Paragraf 5 tohoto zdakona zfizoval Svaz pro spoluprdci s armddou,
ktery organizoval a fidil provddéni branné vychovy rovnéz v dobro-
volnych organizacich, které se staly ¢leny Svazu pro spolupréci s armé-
dou a byly povéteny provadénim branné vychovy.

0d 8kolniho roku 1951/52 se vyuéovalo podle osnov o provddéni
branné vychovy na $kolach II. a IIL stupné.” Tyto osnovy obsahovaly
¢ast branné ptipravy a branné-politické ptipravy. Slozky branné pti-
pravy byly pro oba typy $kol stejné, lisily se v hodinovych dotacich.
Jednalo se o Sest zdkladnich sloZek: pofadovd cviéeni, stieleckd pii-
prava, pfiprava pro zdravotnickou sluzbu, branny zemépis, bojovd p¥i-
prava a fddy ¢s. branné moci. Celkem bylo branné pfipravé vénovéano

nimi a komundlnimi podniky a sklddala se z u¢tiovskych dilen, zékladnich od-
bornych $kol a domovi pro pracujici dorost.

9  Z4kon & 92/1951 Sb., zdkon o branné vychové.

10  Vroce 1955 se konala prvni celostdtni spartakidda, kterd navazovala na tradici Vse-
sokolskych sletd, a druhd celostdtni spartakidda vroce 1960 na Strahovském stadi-
onu v Praze. Tyto masové sportovni akce byly souéasti statniho planu télovychovy
a souznély s pétiletymi plany, které byly kli¢ové pro socialistické Ceskoslovensko.
Vroce 1957 byl zalozen Ceskoslovensky svaz télesné vychovy (CSTV), ktery mé&l na
starosti organizaci téchto akei a celkovou koordinaci télovychovy v zemi. V roce
1960 byl zaveden prvni roénik Sportovnich her mlddeze a také odznak ,Pf¥ipraven
kprdci a obrané vlasti“. Tyto iniciativy byly souddsti $ir§iho usili o podporu fyzické
zdatnosti a pfipravenosti (Véstnik ministerstva Skolstvi, véd a uméni, 1960. Ro¢. 16,
¢.9,5.97-98). Zdkon ze dne 12. 12. 1952 o organizaci télesné vychovy a sportu (z4-
kon & 71/1952 Sb.) potvrzuje podiizeni télovychovnych cild brannym.

1 Véstnik ministerstva Skolstvi, véd a uméni, 1951. Roc. 7, &. 22.
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118 hodin vyuky na $koldch II. stupné a 116 hodin na $koldch I1I. stupné.
Slozky, pocet hodin i ucivo bylo stejné pro chlapce i divky. U¢ivo branné
politické pfipravy se mélo zatazovat do pfedmétd povahové odpovi-
dajicich pfedmétu oblanskd nauka. V kazdém Skolnim roce bylovI. az
IV. ro¢niku $kol II. a III. stupné vénovano 8 hodin nédsledujicim téma-
tum: ,,1. Boj demokratického tdbora za mir a socialismus proti ito¢né
politice angloamerickych imperialistt; 2. Sovétskd armdda — nase
osvoboditelka a uditelka; 3. NaSe lidové demokratickd armdda, SNB
amilice, zastita pracujiciho lidu a nasi cesty k socialismu; 4. Vlastnosti
vojdka. Brannd pfiprava ve $koldch zcela podlehla zpolitizovéni a cel-
kové indoktrinaci“ (Smérnice pro provddéni branné vychovy k zdko-
nu & 92/1951Sb., s. 1).

K praktickému procviéeni probraného uciva provadéla kazd4 sko-
la zimnf a letni branné cviceni v dobé vyucovani v délce 4 hodin, resp.
5 hodin u kol III. stupng. Reditel $koly uréil jednoho ulitele télesné
vychovy jako koordindtora vyu¢ovéni branné vychovy ve v§ech téiddch.
Podrobné topografické mapy slouzily jako tajnd pomtcka a musely byt
na kazdé skole v pfesné evidenci.

Zdkon ¢. 92 z roku 1951 byl upraven zdkonem ¢islo 87 z roku 1952,
ktery zavedl povinnou brannou vychovu na $kolch II. a IIL. stupné'.
Tato zména ovSem neméla dlouhého trvdni, nebot k 1. 9. 1953 pte-
stala byt brannd vychova povinnou a stala se pfedmétem zdjmové
¢innosti Zactva: ,Dobrovolna branna vychova poskytuje odborné zna-
losti a zvlastni vycvik duleZity pro brannost chlapcim a dévéatim
mlads$im 14 let ve zdravotnickych a letecko-modelédiskych zdjmovych
krouzcich, zactvu star§imu 14 let pak v zdkladnich organisacich Svazar-
mu na $koldch.“™ V rdmci $kolni vyuky byla brannd vychova nahraze-
na povinnou pfedvojenskou vychovou pro chlapce v 9.,10. a 11. roéniku
skol vSeobecné vzdélavacich av 1., 2. a 3. ro¢niku odbornych skol a $kol
pedagogickych. Osnovy pfedvojenské piipravy obsahuji slozky: takticka

12 Totorozhodnutinastalo vdobé vyhroceného konfliktu korejské vélky (1950-1953),
nejvétsiho konfliktu studené valky. V této dobé jak USA, tak Sovétsky svaz dispo-
novaly jadernymi zbranémi.

13 Véstnik ministerstva Skolstvi, véd a uméni, 1953. Ro&. 9, &. 24, s. 247.
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piiprava stieleckd, spojafskd a zdravotnickd pfiprava, branny zemé-
pis a fady ¢s. branné moci. Celkova hodinovd dotace za rok ¢inila

33 hodin. Hodiny se spojovaly do 4hodinovych bloki jednou za mésic.
I nadéle pokracovala branni cviceni na vSech vSeobecné vzdéldvacich,
odbornych a pedagogickych skoldch v poétu dvou cviceni za rok vlednu

a kvétnu. Brannd cvi¢eni byla chdpdna jako jedna z forem masové pti-
pravy k civilnf ochrané na $koldch." K dal${m dpravim ptedvojenské

pripravy pro stfedni $koly doslo vroce 1954. U¢ivo zahrnovalo protiche-
mickou pfipravu a ochranu pti pouziti atomickych zbran{™. Od §kolni-
ho roku 1959/1960 bylo prodlouzeno zdkladni povinné $koln{ vzdéldn{

na9letaod1.9.1959 byl v 9. tfiddch zdkladniho vzdélani zaveden kurz

vSendrodni pfipravy k civilni obrané. Kurz obsahoval témata politické-
ho tvodu, chemické, atomové, biologické zbrané a ochrana proti nim,
zdsady prvni pomoci, pozdrni prevenci, ochranu pice, vody a pfedmé-
th denni spotieby, jejich odmofovéni a dezaktivace, to vie v celkovém

rozsahu 18 hodin. Priibézné byla upravovana i brannd cvi¢eni™ jako

diilezitd branni, télovychovnd a moralné-politicka ¢4st vychovy."”

Je zfejmé, Ze v obdobi let 1948-1960, kdy byly ptijaty tfi dulezité
$kolské zdkony ménicijak vzdélavaci strukturu, taki cile vzdélavani, se
meénily formy a metody branné vyuky. Jak ve skole, tak v rdmci volno-
¢asovych oraganizaci méla byt rozvijena brannd fyzickd i politicka , p¥i-
pravenost“ mlddeZe. To vSe se odehrdvalo v kontextu ,boje za vitézstvi
komunismu®, ve vyhrocené rétorice studené vilky. Je tedy zfejmé, Ze
brannd vychova neslajasny politicky a ideologicky cil, ktery se nemohl
odchylit od politiky KSC a ,boje za vitézstvi“ socialistickych zemi. To
vse u zdkl podporovalo pocity strachu ¢i ohrozeni, s nimiz se pracovalo

14 Véstnik ministerstva skolstvi, véd a uméni, 1953. RoC. 9, &. 24, s. 247.

15 Atomické zbrané — tento termin je uvddény v dobovém dokumentu. Véstnik minis-
terstva Skolstvi, 1954. Ro¢. 10, &. 24, s. 239.

16 Zatimto ucelem byl stanoven pro jednotlivé roéniky rozsah pochodu: 1.-5. roénik
1-6 km se z4té7i, 6.—7. ro¢nik 6—8 km se zatézi a 8.—9. ro¢nik 8—10 km a stfedni §ko-
ly odborné i vSeobecné 8—10 km se z4tézi. Pro kazdou skupinu ro¢nika byl stano-
ven i ndcvik dovednosti civilni ochrany. Postupné bylo uéivo branné vychovy re-
dukovéno na civilni ochranu.

17 Véstnik ministerstva Skolstvi a kultury, 1965. Ro¢. 21, €. 1, 8. 2.
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jak v oblasti fyzické pfipravenosti ,na boj“, tak i v utvafeni jejich poli-
ticko-spoledenského védomi.

1.4 Brannd vychova od roku 1960 do konce 80. let

Vroce 1960 byla ptijata nové tstava, ndzev stitu byl zménén na Cesko-
slovenskou socialistickou republiku, vystavba socialismu ,,byla dokon-
¢ena“. Ve spole¢nosti nastdvalo postupné uvolnéni poméra, probiha-
la diskuze o reformé spole¢nosti. Obecné jsou 60. léta povazovina za
obdobi uvolnéni mezindrodniho napéti po prekondni karibské krize.
Dalsi eskalace napéti zacala vdlkou ve Vietnamu, do stejného obdobi
muzeme zafaditi invazi spojeneckych vojsk Var§avské smlouvy; po
roce 1969 nastalo obdobi ,,normalizace®.

Vroce 1961 zdkon o obrané CSSR (zdkon ¢&. 40/1961 Sb.) rusi zdkon
zroku 1951. Brannd pfiprava zustala na stfednich skoldch integrovdana
do t&lesné vychovy. Upravou z roku 1968 byla na stfednich véeobecné
vzdéldvacich skoldch, stfednich odbornych $koldch a obornych skoldch
vyucovdna jako samostatny pfedmét brannd pfiprava, na odbornych
udilistich a udilistich ztstala soudasti télesné vychovy.' K ptipravé
uditelt slouzily kurzy branné pfipravy na vysokych $koldch, vyudovat
ale mohli i dtstojnici ve vysluzbé. Od $kolniho roku 1969/1970 se na
stfednich $koldch znovu vyucovala brannd ptiprava jako tematicky
uceleni ¢4st pfedmétu télesnd vychova.'”

V roce 1970 doslo k dpravé obsahu povinnych brannych cviceni
zdkladnich devitiletych $kol a $kol poskytujicich stfedni a vy$si vzdé-
14n{.?° Brann4 cvideni se konala zpravidla dvakrat do roka. V prvnim a%
patém rocniku zdkladnich devitiletych skol se konalo branné cvicent
v trvani 4 hodin ¢istého ¢asu a v $estém az devdtém ro¢niku v rozsahu
péti hodin. Smérnice o brannych cvicenich uvadi rozpis ¢innosti k jejich
obsahu. Ty jsou rozdéleny do t¥{ skupin: 1) Cinnosti k sebeochrané zaka
akpomocijinym osobdm (¢innosti pti vyhldseni vzdusného, chemické-
ho aradia¢niho poplachu, pfekondni useku zamoteného radioaktivnimi

18 Veéstnik ministerstva skolstvi, 1968. Roc. 24, &. 25, s. 334.
19 Véstnik ministerstva Skolstvi a ministerstva kultury, 1969. Roc. 25,

5,¢. 8.
20 Véstnik ministerstva Skolstvi a ministerstva kultury, 1970. Ro¢. 26, ¢&. 8.
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latkami a odista v nezamofeném prostoru, poskytnuti prvni pomoci
v zamotenych dzemich; 2) Cinnosti $koly vyplyvajici z opatfeni $koly
pro civilni obranu (signély CO, vzdus$ny, radiaéni, chemicky poplach,
evakuace, protipozdrni ochrana, ¢innosti k ochrané osob a opatfeni
v pi{padé zasaZeni 74kt zdpalnymi prostfedky —napalmem);*' 3) Ostat-
nibranné éinnosti, télesnd cviceni, hry a soutéze (organizovany pochod
se z4tézi 1. -5. roénik 3—6 km, 6.—7. roénik 6—8 km, 8.—9. roénik 8—10 km;
branné ¢innosti na stanovistich — zdravotnické ukony, protipoZarni,
topografické ukoly, hod mickem, grandtem, stfelba ze vzduchovky pro
8.2 9.ro¢nik, zdoldvéni terénnich piekidzek a feSeni dopravnich situa-
cf). Toto detailni rozpracovdni obsahu brannych cviéeni a ndvazné
metodické podpory doklddaji vyznam vénovany branné pfipraveé fidi-
cich slozek stdtu. K diskuzi se nabizi funkénost v praxi realizovanych
konkrétnich ochrannych prvki (radiaéni zamofeni, napalm), ale
vyvoldni strachu a pocitu ohrozeni plnily. V roce 1971 byla do realiza-
ce branné vychovy zahrnuta nové i dopravni vychova pro déti a ml4-
dez na skoldch a vychovnych zafizenich 1. a II. stupné.

Rok 1973 je pro brannou vychovu kli¢ovy — pfedmét branna vychova
se stal povinnym na zdkladnich a stfednich $koldch. Ddle bylana poéat-
ku roku 1973 posilena také stieleckd piiprava na skoldch poskytujicich
stfedn{ a vys$si vzdélani.*” Od $kolniho roku 1974/75 se brannd vychova
vyudovala ve v§ech roénicich 2. stupné.” Nézev vyucovaciho predmé-
tu ,télesnd vychova a brannd pfiprava® se zrusil a misto néj se zave-
dl ptedmét ,,brannd vychova“. ** Ta se vyuéovala v rozsahu dosavadn{
branné piipravy jednu hodinu tydné. Pokyn ministerstva $kolstv{

21  Ulebnice branné vychovy pro 6. a 7. roénik ZDS (SPN, 1974) vénuje ochrané pted
zdpalnymi latkami ¢tyfi strany. Na zavér kapitoly jsou uvedeny nédsledujici otdz-
ky: Jakd pravidla sebeochrany proti hoticimu napalmu znéte? Jak byste zne$kodni-
li chuchvalce hoficiho napalmu? Jak byste zasazenym poskytli prvni pomoc pied
pfichodem lékafe?.

22 Podrobné krealizaci stfelecké piipravy viz Véstnik ministerstva skolstvi a ministerstva
kultury,1973. Ro¢. 29, ¢. 8.

23 0Od akademického roku 1968/1969 byla zavedena také ulitelskd aprobace oboru
brannd vychova.

24 Véstnik ministerstva Skolstvi a ministerstva kultury, 1975. Ro¢. 31, €. 1.
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z11. Unora 1976 uvddi podrobny metodicky ndvod pro brannou vychovu
74kt 1.-9. ro¢niku zdkladni devitileté Skoly. Brannd vychova mezi hlavn{
vychovné a vzdéldvaci ukoly zahrnovala naukovou (odborné-tech-
nickou) é4st, mravni édst v socialistickém duchu (formovéni osobnosti
z hlediska socialistické brannosti), ale i dnes stdle aktudln{ spoluu-
tvafeni odolnosti zdka vadi psychické a fyzické zatézi. Duraz byl kla-
den i na rozvoj zdjmu mlddeZe o vojenskou a brannou problematiku.
Stanoveny byly také vystupni pozadavky na zaky pro jednotlivé ro¢niky.
V prvnim a pdatém ro¢niku to byla aktivni adaptace na ochrannd opat-
feni pfed uinky zbrani hromadného niceni, ddle dovednosti ukryt{
a navyky chovdni v ukrytech, znalost signdld civilni obrany, posky-
tovani prvni pomoci, piidiny a §ffeni pozaru.” Predmét brannd vychova
byl v ucebnim pldnu zafazen v 7. a 8. ro¢niku a branné dovednosti byly
dile dotvéfeny systémem brannych cviceni, uplatiiovdnim branného
zfetele vjednotlivych pfedmétech a ve $kolnim reZimu (zejména stano-
venym vnitfnim fddem $koly), oslavami vyroéi podle branného kalen-
darte, budovanim siné bojovych a revoluénich tradic, $kolnimi vylety
a exkurzemi s brannou ndplni, zdjmovou brannou ¢innosti, aktivita-
mi $koln{ druZiny, pionyrské organizace® a patronitni sluzbou $koly
sjednotkou ozbrojenych sil. Systém tedy disledné pamatoval na vSech-
ny slozky vzdélani s podporou medidlni propagandy.

Se zavedenim povinného pfedmétu brannd vychova vznikl nedo-
statekjejich uditeld. Situace byla fesena Metodickym navodem k organi-
zaénimu zajisténi kurzl pro udlitele vyucujici brannou vychovu na
zdkladnich devitiletych $koldch. Obsahem dal$iho vzdéldvani uditela
branné vychovy byly marxisticko-leninské uceni o vélce a armddé, filo-
sofické, socidlné-ekonomické, vojensko-politické a technické poznatky
souvisejici s obranou socialistického stdtu a socialismu a s brannou
vychovou obyvatelstva, branny systém statu, teorie a didaktika branné

25 Véstnik ministerstva Skolstvi, 1976. Ro¢. 32, C. 6.

26 Vroce 1976 doslo k vyhldseni celostatni branné hry pionyrské organizace socialis-
tického svazu mlddeze (PO SSM) ,,Vzdy pfipraven” pro v§echny déti od 9 do 15 let.
Hra méla pfispét k prohlubovan{ komunistické vychovy (Véstnik ministerstva skol-
stvi, 1976. Ro&. 32, &. 6, 5.189).
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vychovy, prostfedky a zpusoby ochrany pfed ucinky neptdtelského

, v v . 7 =Y 7«27
napadeni hlavné zbranémi hromadného niceni.”

Tyto kurzy byly
poskytovdny v rozsahu 5 dni k uéivu pro 6.-9. ro¢nik, tydne k ucivu
7.ro¢niku a tfidenni doplriujici kurz k uéivu 8. roéniku. Ndrodni vybory
mély za povinnost organizovat pro ulitele povinna dvou- az tfidenni
$koleni, a to jedenkrat za rok.

Na zdkladni $kole pfestala byt brannd vychova povinnym pfedmé-
tem po zkrdceni zdkladni skoly na osm ro¢nikd. Pfechod na osmile-
tou zdkladni $kolu byl ukonéen v roce 1983/84 — z tohoto divodu byly
vroce 1985 zavedeny branné kurzy. Branné kurzy a brannd cviceni byly
povinné v kazdém ro¢niku 2. stupné dvakrat do roka v poétu 6 vyucova-
cich hodin blokového vyucovani. Brannd vychova na zdkladnich sko-
lach byla pak uskuteériovdna jako integrovany viceoborovy pfedmét,
jako samostatny povinny pfedmeét zustala pouze na stfednich sko-
14ch.*® V poslani branné vychovy se nové objevil i pozadavek na interna-
ciondlni védomi a citéni. Mezi prostfedky a formy branné vychovy
byly nové zafazeny tfidnické hodiny s brannévychovnou tematikou,
brann4 agitace a propaganda a prace s brannym tiskem, literaturou
avysilani Cs. rozhlasu a televize.*® Stranou nezfistaly ani vysoké §koly,
nebot v roce 1977 ministerstvo $kolstvi a ministerstvo kultury vydalo
pokyny pro brannou vychovu na vysokych $koldch. Na systém realiza-
ce dohliZela komise ministerstva $kolstvi pro brannou vychovu ,jako

/ . N ) ’ e . Y 30
poradni, koordinadni a iniciativn{ orgdn v oblasti branné vychovy*.

27  Véstnik ministerstva Skolstvi a ministerstva kultury, 1975. Ro¢. 31, ¢. 8, 5.128.

28 Ugebnice Branné vychovy pro 1. roénik SS z roku 1984 v dvodu vysvétluje: ,, Jednim
znovych vychovné-vzdélavacich pfedmétd, se kterym se na stfedni skole setkdvite,
je brannd vychova [...] vbranné vychové na stiednich $koléch se projevuje jednota
$kolské a branné politiky Komunistické strany Ceskoslovenska a ¢eskoslovenského
socialistického stdtu® (I3tok, 1984, s. 7). Ulebnice obsahuje témata obrany vlasti,
orientace v terénu, zdklady prvni pomoci, individudlni ochranu pfed téinky zbran{
hromadného nieni, zéklady stfelby, ale i kapitolu Vdlka a mir v soucasnosti (z4-
kladni rysy mozné svétové raketojaderné valky) a podklady pro brannd cvieni.
Kontrolni otdzky (opakovani) se v textu zaméfuji zejména na znalosti.

29  Veéstnik ministerstva Skolstvi a ministerstva kultury, 1993. Ro¢€. 39, ¢. 7-8.

&
30 Véstnik ministerstva Skolstvi a ministerstva kultury, 1978. Ro€. 34, ¢. 6, s. 89.
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Tato komise metodicky a odborné usmérriovala ¢innosti dal$ich komi-
si pro brannou vychovu. V padesatych letech zapocaté zpolitizovani
bezpec¢nostnich témat tedy systematicky pokracovalo v letech sedm-
desdtych a osmdesatych.

Utvaret povédomi o branné vychové pouze pohledem jazyka ofici-
alnich dokumenta by ale mohlo byt zjednodusujici. Systematické zma-
povdani vyuky branné vychovy a dal$ich dilé¢ich témat bezpeénostn{
problematiky (dopravni vychova, prevence tirazti) pohledem samotnych
aktéra vyuky, uditelt a Zakd, zatim chybi, i kdyz nékteré diléi vypoveé-
di nachdzime diky projektu Pamét ndroda. V 70. letech 20. stoleti byla
mordlka v Ceskoslovensku ovlivnéna normalizaénimi procesy, které
nasledovaly po obdobi tzv. prazského jara. Normalizace s sebou pfinesla
zpfisnéni politické kontroly, cenzuru a potlacovani svobody slova. U&i-
telé se tak ocitli v situaci, kdy byli nuceni vyucovat a propagovat stdt-
ni ideologii, i kdyZ mnozi z nich s ni nemuseli souhlasit. V uéebnicich
branné vychovy ze 70. let dominuji teoretickd branné-politickd téma-
ta. Ztetelnd je v ucebnicich propagace ozbrojenych sil, Lidovych milici,
tradic Ceskoslovenské lidové armddy a Var§avské smlouvy. Atmosfé-
ru strachu v uéebnicich dokresluji kapitoly o ochrané proti $kodlivym
latkam a zbranim hromadného niceni.

1.5 Soudasnd analyza $kolniho vzdélavani

v bezpecnostnich tématech

V roce 1991 doslo ke zruSeni branné vychovy a do roku 1997 neprobi-
halo v dané oblasti zddné vzdéldvani. V roce 1999 vydalo MSMT pokyn,
ktery uklddal vSem $koldm poskytujicim zdkladni a sttedni vzdélavani
zallenit od 1. 9. 1999 tuto problematiku do vyuky (MSMT, 1999). Po
povodnich vroce 2002 pfedstavujicich zédsadni ohroZeni obyvatelstva
byla v roce 2003 zaclenéna problematika ochrany ¢lovéka za mimo-
fadnych uddlosti do vzdélavdni, a to v poctu 6 hodin roéné v kaz-
dém roéniku (Kovatikovd & Marddovd, 2020). V roce 2000 byl pfi-
jat zdkon o integrovaném zichranném systému &. 239/2000 a zdkon
o krizovém ¥izen{ & 240/2000 Sb. Tyto zdkony pfevddéji ochranu
obyvatelstva z ministerstva obrany na ministerstvo vnitra, resp. na
Hasiésky zdchranny sbor CR. Novy impulz pro za¢lenéni bezpeénostn{
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problematiky do vzdéldvani ptinesl novy $kolsky zdkon ¢. 561/2004 Sb.,
ktery zavedl rdmcové vzdéldvaci programy (RVP). Rdmcové vzdéldvaci
programy urcuji povinny obsah, rozsah a podminky vzdélavani. U¢ivo
tykajici se ochrany ¢lovéka za béZnych rizik i mimotddnych uddlosti
v Rdmcovém vzdéldvacim programu pro zdkladni vzdéldvani (MSMT,
2005) bylo rozlozeno do nékolika vzdéldvacich oblasti, zejména do
oblasti Clovék a zdravi. Na zdkladé RVP si $koly vytvéreji své $koln{
vzdélavaci programy. Tento fakt ovliviiuje vyslednou rozdilnou rea-
lizaci vyuky bezpeénostnich témat v edukaéni realité a zapfi¢inuje tak
dosahovani riizné drovné vzdélavacich vysledkd zaka. Upravy RVP ZV
vroce 2013 roz8ifily témata tykajici se ochrany ¢lovéka za béznych rizik
a mimofadnych uddlosti, dopravni vychovy, ochrany zdravi a prvni
pomoci, prevence kriminality, boje proti terorismu a extremismu a nové
byla zatazena témata pfipravy k obrané stdtu. Tyto zmény jsou platné
0d 1.9.2013 doposud (MSMT, 2013). Z ddvodu identifikace dosahovén{
rtzné urovné vzdéldvacich vysledkt zaka v Ceské republice bylo pti-
stoupeno k tvorbé Standardd pro zdkladni vzdéldvani. Uéelem tprav
bylo nabezpednostni témata vice upozornit, doplnit je a zdiraznitjejich
duleZitost. Pfijaté upravy v§ak nenaplnily oéekdvani (Tupy, 2018). Pii
analyze a evaluaci vzdélavacich vysledka zaka ve vzdéldvacim oboru
Vychova ke zdravi je detekovdna nedostateénd drovern pravé v tema-
tické oblasti vztahujici se k oéekdvanému vystupu VZ-9-1-16, ktery
zahrnuje vyluéné tematiku ochrany ¢lovéka za mimofadnych udélosti
(Hfivnovd, 2017). V roce 2019 vydalo ministerstvo obrany novou Kon-
cepci piipravy obéanu k obrané stdtu na roky 2019-2024. Tato kon-
cepce zahrnuje zejména zdravotnickou pfipravu, pfipravu k civiln{
obrané, zdjmovou ¢innost s technickym a sportovnim zaméfenim, p¥i-
pravu obyvatelstva k sebeobrané a vzdjemné pomoci a dal$i ¢innosti
spojené s brannosti a se zabezpetenim piipravy k obrané stétu.*' Za
jeden z hlavnich nedostatkd koncepce se uvddi: ,Stdvajici pedago-
gicky sbor, zejména na zdkladnich, alei stfednich $koldch, neni k vyuce

31 Srov. Koncepce pfipravy ob¢anu k obrané stdtu na roky 2013—-2018 ministerstva
obrany z roku 2012, § 52 zdkona & 222/1999 Sb., o zajistovani obrany Ceské repub-

liky.
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problematiky obrany stdtu dostate¢né odborné pfipraven, nemd dosta-
tek informaci k obsahu vyuky a nedisponuje doporuéenimi ze strany

Ministerstva $kolstvi, mlddeZe a t&lovychovy CR k formdm a metoddm

vyuky pfedmétné problematiky v jednotlivych hodindch. Tato sku-
teCnost je umocniovana nefunkénim systémem ptipravy budoucich

pedagogickych pracovnikt v oblasti obrany stdtu na pedagogickych

fakultdch vysokych $kol“ (Gerhdt, 2019). V roce 2015/2016 provedla

Cesk4 $kolni inspekce $etfeni v oblasti vzdéldvani v bezpe¢nostnich

tématech v pfedgkolnim, z4kladnim a stfednim vzdéldvéni (CSI, 2016).
Z rozboru vysledku inspekéni ¢innosti 1ze shrnout nésledujici zavér —
skoly se vyuce bezpe¢nostnich témat vénuji, ale vyuka nepokryva ade-
kvitné v§echna témata. Inspekce déle doporucéila smérem k tercidrni-
mu vzdéldvani a celoZivotnimu vzdéldvani podporovat zacleriovdni
bezpelnostnich témat do pregradudlni pfipravy ulitela a podporovat

dalsi vzdélavani pedagogickych pracovniki ve vSech bezpe¢nostnich

tématech (CSI, 2016).

Na vyse citovanou inspekéni zprdvu navazuje Setfeni provedené
ve $kolnim roce 2016/2017. Jedn4 se o vybérové Setfeni vysledkt zdkd
na urovni 5. a 9. roénikt zdkladnich $kol. Jeho vysledky byly zvetejné-
ny v listopadu 2017 (CSI, 2017) a jeho obsahem byly na 1. stupni Z$
(v 5. roéniku) vybrané vzdéldvaci oblasti a obory, mimo jiné i Clovék
ajeho svét. Na 2. stupni ZS (v 9. roéniku) byly sledovény vysledky ve
vybranych vzdélavacich oblastech a oborech, tedy i ve vychové ke zdravi
avochrané ¢lovéka v rizikovych situacich. Vysledky zaka v této oblasti
zstaly za olekdvdnim. Pozadovani, ofekdvand (minimdln{) dspé$nost
byla stanovena na hodnotu 67 %, redlné vsak Zaci v celkovém pramé-
ru dosdhli v celém testu jen 60 % — z vysledku Setfeni tedy vyplyva
nutnost vénovat vétsi pozornost vem tematickym okruhtm dané
problematiky. Na zdkladé provedenych Setfeni vydalo Generaln{ fedi-
telstvi Hasi¢ského zdchranného sboru CR Zprévu o vysledcich analy-
zy soutasného stavu vyuky bezpe¢nostnich témat ve $koldch (GR HZS,
2017). K vyznamnym zdvérim patf{ formulovéni poZadavku na systém
ptipravy budoucich pedagogti v oblasti bezpecnosti a s tim souviseji-
ci rozvoj didaktiky oboru bezpecnostnich témat. Pro podporu vyuky
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bezpeénostnich témat v rdmci pfedskolniho, zdkladniho a stfedni-
ho vzdéldvani schvilila vldda Ceské republiky v roce 2011 material
»Zaclenéni tematik Ochrana ¢lovéka za mimofddnych uddlosti, péce
o zdravi a dopravni vychova do studijnich programt pedagogickych
fakult“ (GR HZS, 2011) s cilem ptipravit kvalifikované ucitele kompe-
tentni k vyuce pfedmétné problematiky.

Aktudlni soubor bezpeénostnich témat je ddn obsahovym vyme-
zenim této problematiky v Rdmcovych vzdélavacich programech. Jedna
se o témata: ochrana ¢lovéka za béznych rizik a mimofddnych uda-
losti, dopravni vychova, pfiprava ob¢ana k obrané stdtu, zdravotn{
pfiprava, prevence kriminality, boj proti terorismu a extremismu. Na
tato zakladni bezpe¢nostni témata nové navazuje na zdkladé probéh-
lé revize RVP v digitdlni oblastiikybernetickd bezpeénost a schopnost
spravné vyhodnocovat ziskané informace. V aktudlné probihajici revizi
kurikula doslo k propojeni problematiky zdravi a bezpeéi v jednu
vzdéldvaci oblast nazvanou ,,Clovék, jeho zdravi a bezpedi“ (MSMT,
2024). Pozitivnim pfinosem kurikuldrn{ reformy je i ndvrh zaveden{
nové vzdéldvaci oblasti v RVP ZV Clovék, jeho osobnost a svét pri-
ce (MSMT, 2024), kter4 se systematicky vénuje hodnotovému rozvo-
ji a zvySovani odolnosti jedince. Tato novd navrzend oblast by mohla
prispét k rozvoji hodnoty osobniho bezpedi a soudrzné spole¢nosti.
I kdyZ panuje shoda o potfebé vzdéldvéani v bezpeénostnich tématech
74aka 1 jako souddst pregradudlni pfipravy uciteld, samotné vymezeni
ndzvu vzdéldvaci oblasti je vysledkem déletrvajici diskuze (Siman,
2016). Byla by $koda nevyuZzit moznosti, které revize kurikula p¥i-
n4si, a soustfedit se pouze na vzdéldvaci obsah. Evropskd agentura
pro bezpecnost a ochranu zdravi pfi préci (EU-OSHA) v dokumen-
tu ,,Occupational Safety and Health and Education: a Whole School
Approach® jiz roce 2013 doporucuje celoskolni pfistup k problemati-
ce zdravi, bezpec¢nosti a pohody (EU-OSHA, 2013). Celoskolni pfistup
vyZaduje nejenom diskuzi nad obsahem vyuky, ale soustfed{ se i na
udebni prostfedi, které by mélo byt zdravé (v holistickém pojeti), bez-
pec¢né a mélo by rozvijet celkovy wellbeing v§ech aktérta vzdéldvaciho
procesu (Fry¢ et al., 2020). Tento p¥istup vyzaduje celkovou zménu
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v kultufe vzdéldvacich instituci s podporou managementu $koly, rodi-
Covské vefejnosti a celé spoleénosti (Mayer & Jimerson, 2019; Scott
Dunlab, 2013). Zdravi ¢lovéka je z vnéjsich faktord ovlivnitelné pie-
devs$im Zivotnim stylem, ale jeho bezpecénost je pfedev§im ovlivnéna
Zivotnim zpusobem spolecnosti, ktera je tvofena ¢innostmi pfesahu-
jicimi dimenzijedince (Sak,2018). Pro uspéch aktudlné probihajici tzv.
velké revize v oblasti bezpeénostnich témat je dtleZité ziskat pro dané
zmeény ucitele i vefejnost.

Zavér

Bezpedi a bezpecnostni problematika jsou ve spole¢nosti deklarovany-
mi hodnotami, ale k dleZitym rozhodnutim ¢asto dochdzi az pod tla-
kem pfimého ohroZeni nebo bezprostiedné po krizovych udélostech.
Ukazuje se, Zze doposud neni snadné najit optimdlni feseni pro vyuku
bezpelnostnich témat v systému vzdéldvdni ve 21. stoleti, a toi s ohle-
dem na sloZitost tohoto tématu ve $kolni vyuce 20. stoleti. V zdvé-
re¢ném shrnuti se jednd o tato moznd doporuceni. Vyuka musi zohled-
flovat jak znalostni ptipravu (poznatky), tak i pfipravu k praktickym
¢innostem a ani jeden extrém neni vyhovujici. Vyuka bezpeénost-
nich témat se nemize vyhnout komplexité socidlnépsychologické-
ho pusobeni na ziky, na jejich hodnotovy profil. Zfetelny je historicky
posun ve vnimani obsahu bezpe¢nostni problematiky od brannosti ke
komplexnimu vnimani hodnoty bezpedi. Pfi tvorbé didaktickych mate-
ridld je tfeba zohlednit multikulturni danosti spole¢nosti, narodnost-
ni riznorodost Zactva v ¢eské Skole. Ddle je nutné se zaméfit nejen
na problematiku $kolniho kurikula, ale vyuzit v§ech moZnosti, kte-
ré nabizi neformdlni vzdé€lavani. DosazZeni oéekdvané uspésnosti ve
sledovanych oblastech 1ze naplnit pouze pfi pravidelné systematické
vyuce s nutnou podporou koncipované oborové didaktiky vychovy ke
zdravi a bezpedi. V bezpecnostnich tématech vzdéldvaji obéany pte-
devs$im $koly a $kolskd zfizeni, na pfipravé se ale mohou podilet sub-
jekty neformdlniho vzdélavani. Rozsifit by se mélainabidka celoZivot-
niho vzdélavani nejenom pro pedagogické pracovniky. Je samoziejmé,
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ze edukace v oblasti zdravi a bezpedi bude vzdy vyzadovat multidis-
ciplindrni a multidimenzionalni, ale pfedev§im kontinudlni pfistup.
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Pfedklddand studie je vénovdna problematice institucionalizace
komeréniho $kolstvi’ v Cechéch do roku 1918 — konkrétné roli, jakou
v tomto procesu sehraly soukromé skoly. Komercni $kolstvi zahrnovalo

1 Studie je finanéné& podpofena Grantovou agenturou Ceské republiky (GACR),
reg. €. 23-06062S s ndzvem Modernizace komercniho vzdéldvdni v Predlitavsku
v letech 1848-1918: projevy, trendy, mechanismy.

2 Termin ,komercni“ byl v dobové $kolské praxi bézné zaménovén s vyrazem ,,0b-
chodni“, o ustéleni terminologie 1ze hovotit a7 od 80. let 19. stoleti. Oznacenf ,ko-
mercni® podle autora lépe vystihuje $ir$i zaméfeni téchto Skolskych instituci, tj.
pripravovat nejen budouci obchodniky a podnikatele, ale i ufedniky povéfené fi-
nan¢éni agendou. Oproti tomu vyraz ,obchodni“ az p¥ili§ implikuje vzdéldvani
pro Zivnostenské ¢i podnikatelské kariéry a naopak zastinuje pfipravu budoucich
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v predlitavské ¢dsti habsburské monarchie pomérné sirokou paletu $kol
rizné vzdéldvaci drovné i organizace vyuky a také rozli¢nych zfizovate-
14 (zejm. spolky a obchodni grémia, jednotlivci, obce, stdt). Rozlisit 1ze
v zdsadé dvé hlavni kategorie téchto $kol, které soucasné pfedstavuji
dvé vzdéldvaci trovné: 1) se zkrdcenym vyukovym programem (vzdé-
lavani kupeckych uénid; dvou- az tfileté, nékolik hodin vyuky tydné
v odpolednich/vedernich hodinédch vSednich dnd, popt. o nedélich);
2) s vyuéovanim v klasickém celodennim formdtu (jedno- a7 étytle-
té studium pro obchod a podnikani stfedniho a vét$tho rozsahu, stéle
vice ale i pro administrativu podnikovou, dfady samosprdvnych sbo-
ri a pro stdtni sprdvu) (Engelbrecht, 1986, s.198-199, 206-210; Kadlec,
2020, s. 179-286).

Soukromé $koly ptedstavovaly specifickou kategorii komer¢énich
udilist, z vice ddvodt pomérné obtizné uchopitelnou. Jejich studijni
programy totiZ kombinovaly nezfidka obé vyse uvedené vzdélavaci
urovné, délka studia u nich kolisala mezi nékolika mésici a dvéma lety.
Dobovy nézev ,soukromd $kola“ / , Privatschule“ odkazuje jednak na
provizorni zdkon z 27. 6. 1850, ktery umozrioval realizovat tzv. Privat-
unterricht, jednak na jejich ziizovatele.” Dominovali mezi nimi totiZ
jednotlivci z fad obchodnikd & komerénich dfednika (Private), jez
doplniovaly vyjimeéné (u nékterych divéich $kol) feholni kongregace.
Jednalo se ze své podstaty o vetejné §koly, které nedisponovaly vzdy tzv.
prévem vefejnosti (jejich vystupni vysvédéeni nebyla vzdy v§eobecné
uzndvdna). Dulezité je, Ze zfizovatelé vznik soukromych $kol nejen
iniciovali, ale také je fidili a osobné participovali na vyuce. Nékdy byli
jedinymi vyucujicimi, jindy zastitovali viceClenny uditelsky sbor. Jak
ukdZeme nize na ptikladu prazskych $kol, nékterd soukroma ucilisté

ufednikq, ktefi ale mezi absolventy $kol s celodenni vyukou ve sledovaném obdo-
bi pfevazovali.

3 Norma, na niz se odvoldvali Zadatelé o zfizeni soukromych $kol az do konce sle-
dovaného obdobi, zejména definovala podminky nezbytné pro vznik téchto kol ¢i
postup povolovactho procesu. Kaiserliche Verordnung vom 27. Juni 1850, Nr. 309.
In: Allgemeine Reichs- und Regierungsblatt fiir das Kaiserthum Oesterreich, 1850. Cdst
Cl, s.1271-1274.
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predstavovala takiikajic rodinny podnik, jehoZ vedeni se pfeddvalo
mezigeneracné. Soukromé komer¢ni $koly predstavovaly pro jejich
zfizovatele zdroj pfi{jma — nékdy jediny, jindy jeden z mnoha. Vzdé-
lavéni se tak v jejich podédni proménilo v pfedmét podnikéni, tedy na
¢innost provozovanou za ucelem zisku, coZ se projevovalo mj. ve fle-
xibilnich upraviach jejich organizace, studijnich program i vyucova-
cich jazykad. Vydéleény charakter téchto $kol byl soucasné jednim ze
zdroju jejich kritiky. Soukromé $koly neptedstavovaly specifikum dze-
mi Cech. Setkat se s nimi bylo moZné takika napti¢ celym ptedlitav-
skym prostorem, zdaleka nejvice ov§em pravé v Cechdch a v Dolnich
Rakousich, resp. ve Vidni (Statistisches Jahrbuch, 1877, s. 62—64; Oster-
reichische Statistik,1912, s. 98-111). Nicméné podrobnéjsi celopfedlitav-
sky pfehled neni moZny, prameny jsou torzovité a mira jejich registrace
skolskymi statistikami sice vzrustala, ale ani v letech tésné pted prvn{
svétovou valkou nebyla dpln4.

Price o komerénim $kolstvi nédlezi k tradiénim oblastem vyzku-
mu déjin skolstvi a vzdé€lanosti, pfedstavuji ale nepatrnou ¢ast ves-
keré tvorby. A to pfesto, Ze prvni z nich byly pro éeské zemé, resp. pro
rakouskou ¢4dst habsburské monarchie, vyddny pedagogy, statistiky
androdohospoddiijiz v zdvéru 19. ana podtku 20. stoleti (napf. Richter,
1873; Glasser, 1893; Zehden, 1897; Dlabad & Gelcich, 1910; Gruber, 1913).
Typologicky pfevlddaji kratsi, pfevdzné popisné texty zaméfené na
osudy jednotlivych $kol, pedagogt ¢i zaka. Syntetizujici price a Site
koncipované piehledy, kde by bylo komer¢ni $kolstvi zahrnuto do
obecnéjsich trendd vyvoje éeské (rakouské) spoleénosti a hospodatstvi,
jsou vyjimkou, stejné jako kvalitn{ ptipadové studie (Nefe, 1986/1989;
Pott, 1989; Swieboda, 2010; Westritschnig, 2015; Kadlec, 2023). Navzdo-
ry tomu, Ze komeréni $koly pfipravovaly kvalifikované pracovni sily
pro dva dulezité komponenty hospodaiského rozvoje — obchodni
¢innost a stale dulezitéjsi administrativu — tloze téchto instituci pro
industrializaci, byrokratizaci a spoleCenskou transformaci tzv. dlouhé-
ho 19. stoleti nebyla vénovédna pozornost. Prace zabyvajici se vyvojem
soukromych $kol pak schazi zcela.
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Cilem studie je pfedstavit soukromé $koly jako duleZitou a spe-
cifickou souddst soustavy komeréné vzdélavacich instituci v Cechach
pfed rokem 1918. M4 ambici obohatit dosud nepfili$ rozvinuty histo-
ricky diskurz o komerénim $kolstvi (resp. odborném vzdéldvéni jako
celku) o téma komercializace odbornych $kol. Autor hodld identifikovat
charakteristické prvky soukromych $kol, jejich odli$nostii podobnosti
s ostatnimi komer¢nimi $kolami. Pokusi se vystihnout roli soukromych
§kol v procesu utvateni soustavy komerénich $kol v Cechéch a ukdzat,
v ¢em lze spatfovatjejich pfinos a jaké byly jejich stinné stranky. Acko-
livje text zaméfen hlavné na prazské instituce, jez tvofily klicovou ¢ést
soukromych vzdélavacich kol v zemi, zohledriuje i ucilisté z jinych
mist Cech.

Komer¢né vzdélavaci aktivity rodin Kheila a Skfivan

Zatimco si budouci drobni obchodnici vystacili je$té na pocdtku druhé
poloviny 19. stolet{ (postupné ov§em ¢im ddl méné) s klasickym uéebnim
pomeérem, doplnénym o mezigeneracni pfenos zkusenost{ a poznatkd
a pfipadné o ptileZitostné mimoskolni vzdélavaci alternativy, nelze
totéz fici o jedincich, ktefi se realizovali v obchodé a podnikani vétsiho
rozsahu, ve velkoobchodé, ve finanénich institucich, popt. v administra-
tive spolecnosti zajistujicich sménu zbozi se zahrani¢im. V souvislosti
s ndrtstem kvalifikaénich pozadavka aktivné vyhleddvali vzdélavaci
instituce, jeZ by je adekvatné pfipravily na profesni praxi. Spolecenska
poptavka pfitom nardzela dlouho na omezené vzdéldvaci kapacity, ¢imz
se oteviral prostor pro soukromé iniciativy.

Soukromé skoly pfedstavovaly vibec prvni vlastovky v nesmé-
lém budovini infrastruktury komer¢nich udilist v habsburské monar-
chii pfed polovinou 19. stoleti. Nejstar$i z nich vznikly v Lublani (1834)
aVidni (1840/1848), byly povétsinou charakteru nedélniho a svdtedni-
ho vyucovani, coz platilo i pro instituce zfizované ve stejné dobé gré-
mii obchodnikd pro kupecké uéné (Gruber, 1913, s. 844-845)."

4 Vnacasovani i v rozsahu rozvoj soukromych komerénich skol v habsburské mo-
narchii zaostdval za némeckymi stdty, kde v letech 1804-1849 vznikly nejméné
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Za ostatnimi centry pfedlitavské ¢4sti habsburské monarchie p¥i-
li§ nezaostdvala ani Praha, stfedisko Cech s tradi¢né vysokou kon-
centraci obchodnich a finanénich aktivit. Vibec prvni soukromé vyu-
¢ovéniv obchodnich védach zde v némeckém jazyce realizoval Karel Petr
Kheil (1817-1881) v zdvéru 40. let 19. stoleti.’ Prazsky obchodnik a autor
ucebnic o uletnictvi, sméneéném pravu a obchodnim stylu zapojil
v prubéhu 60. let do vyuky rovnéZ syny Karla Petra ml. (1843-1908,
vice o ném viz Blecha, 1965) a Napoleona Manuela (1849-1923). Zminka
o zapojeni potomkt neni samoucelnd, nebot dokladd generaéni pfenos
profese. Oba jmenovani navic pozdéji zfidili a provozovali v Praze vlast-
ni komeréni $koly: star${ syn ji zaloZil v roce 1875 (po ném v roce 1902
pfevzal vedenijeden z uditelt $koly Franti$ek Hlavdcéek), mladsi o Sest
let pozdéji. Zajimavd je ijazykovd perspektiva — zatimco $kola nejstar-
s$tho z ,udlitelského rodu“ Kheild byla podle vyucovaciho jazyka ryze
némeckou, uéilisté jeho starsiho syna Karla Petra bylo Ceské ana skole
Napoleonové se vyucovalo jak v &estiné, taki v ném¢éiné.® Adorace Ces-
kého jazyka ve vyuce u potomka Karla Petra Kheila st. neodrdzela patrné
jen jejich osobni preference ¢i ndrodnostni identifikaci. Zfizovatelé sou-
kromych $kol postupovali pragmaticky vintencich ,$kola = vydéle¢ny
podnik®. Je tedy namisté spiSe uvazovat o reakci na proménu Cesko-
-némeckého poméru v hospodatském a obchodnim Zivoté, spolecenskou
transformaci a emancipaci jazykové ¢eské populace v posledni ¢tvrtiné
19. stoleti, coz ve vysledku stimulovalo zdjem zdstupcua Ceskojazyéné

tfi desitky téchto uéilist. Nékterd z nich sice po pér letech pfestala existovat, jind
ov§em pretrvala fadu desetileti, t¥i dokonce do soucasnosti (Pott, 2015, s. 41-42).

5  Soukromé vyucovéni Kheilovo probihalo prokazatelnéjiz v roce 1848, pfi¢emz po-
stupné se rozsifovala nabidka vyucovacich pfedmétu a zprvu volné pfedndskové
cykly nabyvaly charakteru $koly (Wurzbach, 1864, s. 208). Némecky vyulovaci
jazyk byl patrné divodem, pro¢ ji Josef Gruber viibec nezminil v ptehledu o vyvo-
ji obchodniho kolstvi v Cechdch a pro¢ tentyZ autor naopak adoroval &esky dstav
Skfivaniv (Gruber, 1913, s. 844-849, 861-862).

6  Zd4 se, Ze bilingvni charakter Napoleonovy $koly pfispival mj. k vét§imu za-
stoupeni zdka pavodem z némeckojazy¢nych rodin, jak naznacuji $kolské sta-
tistiky pro léta 1892/93 a 1902/03. Z tohoto etnického prostiedi pochézelo tehdy
15 7 34, resp. 19 z 53 jejich 24ka (Osterreichische Statistik, 1896, s. 62—63; totéz, 1905,
5. 76-77).
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komunity mj. prdvé o komeréni vzdéldni v ¢eském jazyce. Skoly bratrt
Kheilovych spojovalo, Ze vychdzely ze zkusenosti a koncepce otcovy
vzdélavaci praxe. Vedle vyucovaciho jazyka se odliSovaly i velikos-
ti, kdyZ udilisté Karla Petra ml. mélo pravidelné podstatné vice zaka
(dvoj- aZ trojndsobné) neZ $kola Napoleonova. JestliZe v prazském
icelozemském méfitku ndlezela soukromd $kola Karla Petra Kheila ml.
spise k vétsim vzdéldvacim ustavim téhoz druhu, udilisté jeho brat-
ra Napoleona se fadilo k tém mens$im. V poctu vyucujicich se v nékte-
rych $kolnich letech naopak obé §koly vyrovnaly.”

Jinym rodem, jenz se vyznamné angazoval v oblasti ¢eského (praz-
ského) komeréniho $kolstvi jiZ od poloviny 19. stolet{, byla rodina Skii-
vanu. Zéklady rodinné tradice polozil Antonin Skiivan (1818-1887),
jenz soukromé vyucoval v Havlickové Brodu ddajné jiz v zdvéru
30.let19. stoleti. Po pfichodu do Prahy v roce 1848 se definitivné obr4-
til k uéitelskému povolani; nejprve vyucoval na némecké gremialn{
nedélni $kole v Praze (zal. 1850) dletnictvi, sménkéfstvi a polty. Poslé-
ze v roce 1856 zfidil vlastni komeréni $kolu, kde vyulovani probihalo
nejprve vnémdiné a od roku 1861 téZ v Ceském jazyce, coz udinilo Skii-
vanovo ucili§té vibec prvnim s vyukou v jiném nez némeckém jazyce
nejen v Praze, ale i v celych Cechach. Pravé etina hrala pro Antoni-
na Skfivana klicovou roli, nebot pedagogickou ¢innosti a vytvofenim
prvnich ¢esky psanych udebnic polozil zdklady ¢eské obchodni termi-
nologie (Wurzbach, 1877, s. 93-95; Blecha, 1965, s. 132-133). Na vyu-
ce ve Skiivanové $kole participoval od roku 1872 téZ jeho syn Vladimir
(1853-1924), jenz pievzal jeji vedeni v roce 1887. Cesko-némecky cha-
rakter $koly se udrzel po celé sledované obdobi (Osterreichische Stat-
istik, 1914, s. 106).

7 Ve $kolnim roce 1892/93 navstévovalo $kolu K. P. Kheila ml. 102 Zdkd, zatimco
udilisté jeho bratra pouze 34. O deset let pozdé&ji byl rozdil v poétu zakt obou $kol
stejné markantni, prvni studovalo 133 z4kd (z toho 32 divek) a druhou 55 (10 di-
vek). V letech 1875-1897 nav§tévovalo $kolu K. P. Kheila mlad$iho celkem 2 549
78kt (Kleibel, 1899, s. 456).
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Rozvoj soukromych $kol od konce 60. let 19. stoleti a jejich
rozsifeni mimo Prahu

Zuastanou-li stranou Kheilovy a Skfivanovy vyjimec¢né vzdélavaci aktivi-
ty z obdobi okolo poloviny 19. stoleti, evidujeme dal$i soukromé skoly
v této zemi aZ v zavéru 60. let —jednak v Praze (1868, éesko-némeckd
$kola autora ucebnic o udetnictvi a sméneéném fadu Adolfa Noca-
ra [1838-1907]), jednak v Ceské Lipé (1868, némeck4 $kola Julia Pat-
zelta).® Podle statistiky pro rok 1874 se lidily po¢tem roénika (1.-3.),
pri¢emz vys$si pocet roénikd nutné neznamenal vice zaka: Kheilovu
$kolu jich navstévovalo tehdy 40, Skfivanovu 178, Nocarovu 77 a Pat-
zeltovu 38 (Statistisches Jahrbuch, 1877, s. 63—64). Do polétku 80. let je
doplnily pouze jiz zmiriovand udilisté Kheilovych synt a $koly Wilhel-
ma Wertheimera (18541930, autor publikaci o Géetnictvi) v Praze,’
resp. Antonina Kotéry (1844-1909) v Usti nad Labem. Ptiklady Noca-
ra i Kotéry dokumentuji jev, jenz byl pro soukromé vzdélavaci ustavy
typicky: imrtim (Nocar) nebo pfestéhovanim (Kotéra do Plzné) exis-
tence téchto kol nezfidka koncila. Pokud nebyl k dispozici ndstupce
(napf. potomek ¢i nékdo ze ¢lent uditelského sboru), ktery by jejich
vedeni pfevzal, tak zpravidla zédhy ukondily ¢innost. Hospodaisky
utlum v 70. letech 19. stoleti sice de facto zastavil rozvoj soukromych
komer¢nich skol, nicméné diive zalozend udilisté prokazatelné precka-
lajak omezeni investi¢niho kapitdlu, tak i zménu vzdéldvacich priorit.

Na pocdtku 80. let 19. stolet{ existovalo v Cechdch podle $kolské

statistiky po Dolnich Rakousich nejvice soukromych komerénich $kol

8  Skolasek29.vyrodi existence py$nila 1000 %aky dvouleté $koly a 522 Z4ky zvl43tni-
ho oddélent. Ve Skolské statistice figurovala naposledy Patzeltova skola ve $kolnim
roce 1901/02. Je otdzkou, jestli existenci komeréniho uéilisté ukondila smrtjejiho
zakladatele a provozovatele, nebo konkurence v podobé méstskeé skoly, kterd byla
v Ceské Lipé ziizena v roce 1895 (Kleibel, 1899, s. 353-354, 444—447).

1875, podobu skute¢né skoly nabyly ale zfejmé az v roce 1889. Pocet zakl v prubé-
hu 90. let kontinudlné rostl, ze zhruba 100 se vySplhal aZ na 275 v roce 1898. Na
pocatku 20. stoleti pfesahl 500, ¢imz se tato $kola stala nejnavstévovanéj$im sou-
kromym komerénim uéili§tém nejen v Praze, ale i v celych Cechach (Kleibel, 1899,
s. 458-459; Osterreichische Statistik, 1912, s. 106-107).
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v Pfedlitavsku. Evidovédno jich zde bylo celkem pét (z toho 4 v Praze),
v Dolnich Rakousich osm (vSe Videt}). Ostatni zemé pak v tomto smé-
ruvyrazné ztricely, kdyz zde fungovala maximalné dvé (Morava) az tii
(Styrsko) soukromd udilisté. V této dobé se vedle zemského hospoddi-
ského potencidlu naplno projevila sila klicovych stfedisek s vysokou
koncentraci obyvatel, obchodnich aktivit a administrativy, kde se nej-
lépe snoubily kapitalové zdroje se spoleCenskou poptavkou. Zaroven se
ukdzal velky rozdil, ktery v tomto sméru panoval mezi Vidni a Prahou,
resp. dal§imi zemskymi centry (Styrsky Hradec, Brno). Podle sta-
tistickych dat tvotila soukromd udilisté duleZitou ¢ast komerénich skol
v Cechdch, kdyz pfedstavovala ve §kolnim roce 1881/82 téméf jednu tte-
tinu v8ech vzdéldvacich zafizeni tohoto druhu v zemi (5 ze 16) a %2 praz-
skych kol (4 z 8). Na druhou stranu se vyznacovala mens{ kapacitou
(dohromady 284 ze vSech 1772 zakd komer¢nich $kol); vynikala mezi
nimi pfedevsim Sk¥ivanova $kola (144 z4ku), jeZ se fadila k vét$im vzdé-
lavacim institucim v Cechdch (Oesterreichische Statistik,1884,s.26,58).
Pocet soukromych kol v Cechach zaéal riist znovu aZ v prib&hu
90. let 19. a na pocatku 20. stoleti. Faze stagnace zde tedy byla dels{
nez u jinych komer¢nich $kol, patrné v souvislosti s ndrastem konku-
renéniho prostfedi a sméfovanim statni podpory primdrné do spol-
kovych a méstskych $kol. S ohledem na organizaci vyuky a jeji zamé-
feni se pfitom nezdd, Ze by soukromym uéili§tim p¥imo konkurovaly
skoly spolkové ¢i obecni, které tvotily hlavni ¢dst nové oteviranych
vzdéldvacich instituci. A¢koliv to soudasnici vnimali jinak (srov. Jed-
ndni ankety, 1898, passim), soukromé $koly si konkurovaly spiSe jednak
vzdjemné, jednak jim konkurenty byla stdtnimi dfady neschvélend sou-
kromd uilisté a individudlni vyuka (Einzelunterricht/Hausunterricht)."”
Mezi soukromymi $kolami bychom v$ak nalezli i ptipady spolupréce
a fuzovani — napt. v Plzni se majitelé dvou tamnich soukromych $kol

10  Ktomu srov. pfipady komeréni vyuky Emila Bobka, Maxe a Eduarda Hankeovych
v Liberci. Unterricht Allgemein 1848-1940. Fond Ministerium fir Kultus und Un-
terricht, sign. 16A-D/5, Faszikel 4056. Allgemeines Verwaltungsarchiv (ddle AVA).
Osterreichisches Staatsarchiv (dale OStA).
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Drahoslav Lambert Wildt a Robert Quido Feurich rozhodli spojitjejich
udili$té v neptiznivém vale¢ném obdobi na pfelomu let 1917/18."

I pro zakladatelskou vlnu z pfelomu 19. a 20. stoleti, podpofenou
soudobym dynamickym rozvojem hospodéistvi a obchodu, platilo, Ze
vétsina z novych udilist byla zaloZzena v Praze, popft. v jejim nejbliz§im
okoli (Krdlovské Vinohrady). Z celkem 20 zjisténych soukromych $kol,
jez se oteviely v Cechdch v letech 1890-1910, se jednalo o dvandct pti-
padd. Dals{ byly otevieny v Plzni (1894, 1906), Ndchodé (1896), Liber-
ci (1895), Teplicich-Sanové (1895), Tdbote (1898), Trutnové (1907)
aKladné (1910), pfipadné se v pribéhu let pfemistily do regiond z Prahy,
coz byl ptipad skoly Jana Rancdka. Ta se oteviela jiz roku 1888 v Praze,
ovsem v roce 1907 se ptestéhovala do Liberce, coZ znamenalo i zménu
vyulovaciho jazyka: z ¢esko-némeckého udilisté se stala $kola ryze
némeckd. Po umrti majitele a prevzeti §koly Janem Cermdkem (1911)
doplnila néméinu vyznamnéji éestina (opakovdni probirané litky
v &eském jazyce, pro némecké déti ¢estina volitelnym ptedmétem).”
Naopak do Krédlovskych Vinohrad se vroce 1907 pfestéhovala pivodné
v Chrudimi roku 1900 zi{zen4 divéi $kola kongregace Skolskych sester
0.S.F.® K posuntim oviem dochdzelo i v rdmci Cech: ptivodné v Tabote
zalozZené ulilisté€ Antonina Svobody se pfemistilo pocdtkem 20. stoleti
do Néchodu.

Vétsina soukromych komerénich $kol v Praze i v Cechdch méla po
celé sledované obdobi z hlediska vyucovaciho jazyka ¢esko-némecky
charakter. Vyklad v obou zemskych jazycich a ovlddnuti zaklada
odborné terminologie a stylistiky pro obchodni praxi rozsifovaly
profesni moznosti absolventd. Uvedené zvySovalo atraktivitu $kol,
jejichz existence a rozvoj zavisely na patfi¢éném zdjmu o studium. Pravé
ten byl ¢asto proménlivy, jak doklddaji data pro Skiivanovu $kolu pro

11 Tamtéz.

12 Tamtéz.

13 Srov. fond Soukrom3 obchodni $kola kongregace Skolskych sester O. S. F., neut¥i-
déno. Archiv hlavniho mésta Prahy.
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obdobi od poéatku 80. let 19. stoleti do $kolniho roku 1908/09." Jestli-
7e jesté ve $kolnim roce 1881/82 nemélo uvedené udilisté ve srovndn{
poctu zgku s jinymi soukromymi $kolami konkurenci (144 z4ka), v zdvé-
ru téhoz desetileti protidly jejich fady pouze na polovinu (71), aby na
poddtku 90. let vystoupal podet Z4kd takika na pavodni hodnotu (138).
Vice nez 100 zdkt vitala $kola kazdoro¢né az do konce 19. stoleti, nicmé-
néna pocétku 20. stoleti se Zactvo zredukovalo na maximdlné nékolik
desitek (1902/03:37;1908/09: 22). Proménlivou ndvstévnost Sk¥ivanovy
Skoly lze stéZi vysvétlit jedinou pfi¢inou, jisté se jednalo o soubéh vice
faktoru. Z téch obecnéjsich je mozné zminit vykyvy hospoddfského
vyvoje nebo rozsifeni studijnich moznosti pro mlddez, jez vyhleddvala
tento typ odborné ptipravy. Jak ukdZeme niZe, v prubéhu let se v Praze
otevfelo hned nékolik soukromych $kol s ¢esko-némeckymi vykla-
dy. Potencidlni uchazeci mohli tedy upfednostnit zkratka jiné ucilisté
pred Skfivanovym, at uz kvtli lepsi dostupnosti, levnéjsimu studiu,
vhodnéjsi organizaci i formé vyuky, popt. pro atraktivnéj$i nabidku
vyucovacich pfedmétd, jakkoliv jejich zdkladni spektrum bylo v zdsa-
dé stejné. V oblasti soukromého komeréniho vzdélani se pocatkem
20. stoleti zrodilo vysoce konkuren¢ni prostiedi a zdjemci se rozpro-
stteli do vicera udilist, coz nékterym skoldm pfineslo pokles zdpisa
ke studiu, redukci studijnich programi a sniZeni ucitelskych uvazka.
Bilingvni charakter mnohych $kol jim pomohl v konkurenénim boji
o z4ky. Z instituci zaloZenych na pfelomu 19. a 20. stolet{ v Cech4ch se
jednalo jednak o nékteré instituce v Praze (TomdSe Jana Madéry [zal.
1900], Adolfa Eckerta z roku 1893 [zde probihala vyuka i v srbstiné]
aJana Cermdka v Krdlovskych Vinohradech z roku 1900), jednak o &4st
mimoprazskych ($koly R. a O. Feurichi v Plzni z roku 1894; Antonina
Svobody v T4bote z roku 1898, Franti$ka Svarce v Ndchodé z roku 1896,
Karla Mayera v Teplicich-Sanové z roku 1895). V této dobé vznikaly
i Skoly profilované jako jednojazy¢né, napt. ucilisté Otty Bergmanna
(1900, ném.) aJ. Hnili¢ka (1910, Ces.) v Praze, Hefmana Konejla v Plzni

14 Zdrojem této Césti textu jsou svazky Skolské statistiky uvedené v seznamu tisténych
pramend.
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(1906, Ces.) nebo divéi $koly Ignaze Richtera v Liberci (1895, ném., poz-
déjiv Cele tamn{ uditel Friedrich Schiller), Sabine Taussig (1907, ném.)
a Marie Teisslerové v Praze (1894-1903, ¢es., pivodné byl jeji soudds-
tiivzdéldvaci kurz pro muze) ¢i Marie Egemové v Kladné (&es.). At uz
byl vyulovacijazyk jakykoliv, jeho volba odrdzela hlavné pragmaticky
kalkul, aby byl zajistén dostate¢ny ndbor studujicich.

Praha a Cechy jako stfediska soukromého

komeréniho vyuéovani

V nabidce soukromych komerénich $kol po celou sledovanou dobu
neméla Praha v rdmci Cech konkurenci. Tato u¢ili$té zde jednak vznika-
la nejd¥ive, jednak se zde uplatnila v nejvétiim rozsahu. Cdste¢né to
vypovidd aleio tom, Ze prdvé v zemském hlavnim mésté nebyla dosta-
teCné saturovana spoleCenska poptivka po komerénim vzdélavani
ze strany ostatnich $kol, at uz s celodenni vyukou, nebo se zkrdcenou
pro kupecké uéné.

Podle statistiky za $kolni rok 1881/82 fungovala v Praze &tyfi soukro-
m3 uliligtd, které v rdmci Cech dopliiovaly dvé $koly v Usti nad Labem
av Ceské Lipé&. V tomto sméru neméla Praha — z{istane-li stranou met-
ropole Viden s osmi $kolami tohoto druhu — v rdmci Pfedlitavska konku-
renci. Jen pro ilustraci: v Brné existovala podle téhoZ pramene jeding,
ve Styrském Hradci a v Lublani dvé, ve Lvové, Krakové & Opavé dokon-
ce zadn4d (Oesterreichische Statistik, 1884, s. 58).

Zhruba o dvacetlet pozdéji (§kolni rok 1902/03) fungovalo v Praze
jiz 10 soukromych $kol spravovanych jednotlivci, ve zbytku Cech jen
polovina tohoto poctu. Prazské instituce tedy stdle dvojndsobné pievy-
Sovaly jejich protéjsky v regionech. Ba co vice, v tomto sméru Praha
predstihla dokoncei Videti (zde 9 $kol) a Cechy ptedily vyrazné Doln{
Rakousy (celkem 10 $kol). Ostatni zemé Pfedlitavska i kli¢ov4 stfedis-
ka pak za Cechami, resp. Prahou vyrazné ztricely. Na Moravé fungo-
valy celkem tfi soukromé $koly spravované jednotlivci (Brno, Hodo-
nin, Sumperk), v Haliéi pét (z toho ve Lvové jedna), v krariské Lublani
dvé& a ve Styrském Hradci pouze jedna (Osterreichische Statistik, 1905,
s.72—82). Ve $kolnim roce 1910/11, kdy lze naposledy provést srovnani
v celopfedlitavské perspektivé, existovalo podle skolské statistiky
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v Cechdch 14 soukromych komerénich $kol, z nichZ sedm se nachdze-
lo v Praze a zbyvajici ve vétsich stfediscich (dvé v Plzni a Liberci, po
jedné v Ndchodg, Teplicich-Sanové a Krélovskych Vinohradech). Domi-
nantni pozice Prahy tak v rdmci Cech ziistala zachovdna i v letech
pted prvni svétovou vélkou. Praha ani Cechy se ov§em neztricely ani
v pfedlitavském srovndni. V Dolnich Rakousich se ve stejné dobé vyu-
Covalo najedendcti $koldch téhoz druhu, vSechny se nachdzely ve Vidni.
Podobné jako v Cechdch seivrakouské metropoli jednalo o kombinaci
jedno- az dvouletych $kol a odbornych kurza, které dopliiovalo vicele-
té ucilisté Franze Glassera z roku 1906. Vysvétleni, pro¢ mnohem véts{
hlavni mésto monarchie nepfevySovalo v tomto ohledu Prahu, spociva
ve dvou zdkladnich faktorech: 1) videriské $koly kapacitné ptevysovaly
ty prazské (zd4 se, zZe jednotlivé instituce mély lepsi finanéni, perso-
néln{ i prostorové zajisté€ni vyuky); 2) nabidka a kapacita ostatnich
komerénich kol zde dokdzaly 1épe saturovat poptavku po takto zameé-
feném studiu, nez tomu bylo v ptipadé Prahy. Ostatni zemé za Cechami
a Prahou vyrazné ztricely —na Moravé byla pouze t¥i podobnd udilisté
(z toho dv& v Brné), v Kratisku dvé (obé v Lublani), ve Styrsku t¥i (dvé
ve Styrském Hradci), v Haliéi pét (dvé ve Lvové; vyudovacim jazykem
polstina & polsko-némecky charakter) a ve Slezsku jeding v Té$iné
(Osterreichische Statistik, 1914, s. 124-157).

Zajimavou perspektivu nabizi i zji§téni, jaké misto zaujimala sou-
krom4d udilisté v rdmci veskerého komercéniho Skolstvi v zemském
hlavnim mésté. Podle méstskych adresait pro Prahu, unichzje pravdé-
podobnd mensi mira podregistrace nez v celostdtni statistice, tyto $ko-
ly tvotily dtileZitou souddst zdejsi soustavy komerénich $kol (kolisajic
vletech 1884-1910 mezi 1/3 a 2/3 $kol) (LeSera, 1884, s. 11/117, 111/6 667,
80; Idem, 1891, s. 87,106, 154; Idem, 1901, s. 86, 108, 175; Kraus, 1910,
s. 244,282, LXXIII).

Organizace studia a kvalita skol

O organizaci soukromych komercnich skol a jejich vnitinim fungovani{
toho vime velmi mdlo. Cdste¢né je tomu tak pro jejich specificky cha-
rakter, zC4sti pro nesourodost a torzovitost pramenné zdkladny. Stat
je podroboval vétsimu dohledu aZ od konce 19. stoleti, jejich inspekéni
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¢ivyrolni zprévy se — stejné jako organizadni stanovy a uéebni plany —
dochovaly jen sporadicky." Nésledujici ¢dst je tedy nutné spise ilustra-
tivni povahy, ukazuje na mozné charakteristické znaky soukromych
$kol, jejichz ovéfeni/vyvriceni by vyzadovalo vyzkum v jinych zemich.

Vime, Ze po polovingé 19. stoleti se na soukromé $kole Karla Pet-
ra Kheila vyucovaly zejména kupecké poclty, icetnictvi, sménkaistvi,
obchodni styl a kontodr. Vedle chlapci ji navstévovaly i divky. Zd4 se,
Ze pro jeho udilisté platilo to, co pro fadu soukromych $kol: nabizelo
vice studijnich obord, ¢dsteéné specializovanych (napf. uéetnictvi pro
mlyny) i pranik koedukace. Tomu odpovidalo i pomérné pruzné rozvr-
Zeni vyuky v Case, jak alespon napovidd inzerce $koly z pocdtku 60. let
19. stoleti. Podle ni probihalo vyucovani dam ve ¢tyfmési¢nim studijnim
cyklu, kazdy den vzdy mezi 11. a 13. hodinou s tim, Ze se panové mohli
zapojit do kazdé hodiny. U¢niim slouzila $kola mezi 8. a 11. hodinou
dopoledni a 14. a 17. hodinou odpoledne, popf. mezi 18. a 21. hodinou
vecer. Dulezitd je Kheilova pozndmka, kterd plné odrédzi vstficnou stra-
tegii a flexibilitu ztizovatele $koly: ,Rozdéleni hodin jest pro pany dle
prani a muze tu kazdy ve svém svobodném case nechat se vyudovat®
(Ndrodni listy, 1862, s. 6).

Podobné byla koncipovdna i vyuka na Skfivanové $kole, na niz se
vyucovalo kupeckému slohu, jednoduchému a podvojnému tcetnictvi,
krasopisu, poétim a sménkéfstvi, pfi¢em? prvnim tfem pfedmétim
Cesky i némecky a poslednim dvéma v némcin€, pokud se nepfihlésil
dostateény pocet zdjemcti o vyucovani v ¢estiné. Kazdému vyucovacimu
pfedmétu byly vyméfeny tfi hodiny tydné, pficemz uebni pldn podital
s vyukou v dennich i velernich hodindch (Ndrodni listy, 1862, s. 7; Klei-
bel, 1899, 5. 450). Inspiraci u K. P. Kheila st. ¢erpali jeho synové, pfi¢em?z
Karel Petr ml. navs§tévoval v mlddi mj. pravé Skfivanovo udilisté. Ten-
to aspekt mohl ovlivnit nejen Kheilav pedagogicko-didakticky ptistup,

15 Soukromé $koly v Cechdch na po&atku 20. stoleti kontrolovalo pét inspektort,
asice feditelé obchodnich akademii Theodor Ried (Praha —ném.), Friedrich Schiller
(Liberec), Jan Ctibor (v penzi, diive feditelem v Chrudimi) a Jan Rez4bek (Praha —
es.), doplnéni o vedouciho udilisté pro textilni primysl v Ai Franze Gértnera
(Jahrbuch, 1914, s. 44-45).



304 Historia scholastica 2/2024 10 Petr Kadlec

ale i celkovou organizaci vyuky, kterd na jeho $kole zahrnula krasopis,
kupecké polty, Gletnictvi (jednoduché/podvojné), obchodni korespon-
denci (¢eskou/némeckou), nauky o obchodu a sméneénému prévu. Vyu-
Covani probihalo ve vSedni dny s vyjimkou stfedy od 8. do 11. hodiny
dopoledne a dile od 14. do 17. hodiny odpoledne, pro pracujici Zaky
0d 18:30 do 20:30. Podceriovat vyznam této Skoly neni namisté. Vedle
kvalitniho ulitelského sboru (mj. Franti$ek Dolejska, profesor éeské
obchodni akademie v Praze; FrantiSek Hlavdacek, v letech 1902-1913
feditelem a majitelem $koly; Hugo Raulich, pozdéji feditel prostéjovské
obchodni akademie a $kolni inspektor, autor praci o iletnictvi) zmiri-
meiobsdhlouknihovnu s vice nez 10 000 svazky (Kleibel, 1899, s. 456;
Blecha, 1965, s. 137-138).

Zatimco $koly K. P. Kheila st. a A. Skfivana byly podle statistiky
pro rok 1874 koncipovany jako jednoleté, pozdéji zfizend Nocarova
nabizela dvoulety studijni program a Patzeltova $kola dokonce tfilety.
Na posledné jmenovaném udilisti lze dokumentovat dynamicky rozvoj,
jenz byl pro soukromé instituce typicky. Zalozena byla v zavéru 60. let
jako jednoletd, ale uz od roku 1872 nabizela dvouleté studium se zvlast-
nim oddélenim pro vyuéovani kupeckych ptedméta (pro prodavade).
Vyucovalo se v ni némciné, kupeckym podétim, dcetnictvi, korespon-
denci a kontodrnim pracim, nauce o obchodu a sméné, obchodnimu
zemépisu, zboZiznalstvi, krasopisu a tésnopisu (Statistisches Jahrbuch,
1877, s. 63—64; Kleibel, 1899, s. 353-354).

Jednou z prosperujicich soukromych $kol na pfelomu 19. a 20. stoleti
byla nepochybné Wertheimerova $kola v prazském Pofi¢i. Méla podo-
bu celodenni skoly s veernim vzdélavacim kurzem, kladl se vni daraz
naindividudlni pfistup, podobné jako u kol Ottokara Bergmanna nebo
Adolfa Eckerta. Vedle obvyklych komerénich pfedméta se na ni vyu-
covalo nepovinné krasopisu, tésnopisu, modernim jazyktm ¢i psani
na stroji (Kleibel, 1899, s. 458—459). Vyjimecnost Wertheimerova uéi-
listé nespocivala jen v preferovaném zpusobu vyuky &i ve velikosti
(ve $kolnim roce 1907/08 celkem 542 7k a 21 uditeld), aleiv tom, Ze
jakojedina ze soukromych $kol nabizela na pocdtku 20. stoleti p¥ipravny
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kurz pro jednoleté dobrovolniky." A¢koliv byla tato §kola prokazatelné
velmi populdrni, platilo pro ni to, co pro fadu dalsich soukromych udi-
list: z podnétu ministerstva kultu a vyucovéni ji realizované inspekce
podrobovaly az zdrcujici kritice. V zdvéru roku 1906 napiiklad inspek-
tor Theodor Ried ministerstvu oznamoval, Ze na $kole se ve skuteénosti
nevyucuje a oznaceni ,$kola“ pro ni neni vibec namisté. Trnem v oku
mu byly individudln{ aspekt vyuky, kvalita a koncepce vyucovani vétsi-
ny predmétd, umistovani zdkt v ramci S$koly do studijnich oddéleni,
nizké pedagogické kvality uditelt a feditele (absence aprobovanych
uditeld, zdivodnéno — zejména u Zen — nizkymi honorafi) ¢ nedosta-
tek relevantnich udebnic (aprobované uéebnice jen pro kupecké poéty,
obchodni korespondenci a ucetnictvi; jinak byly vyuziviny Werthei-
merovy vlastni uéebnf texty)."” Podobné nelichotivého hodnocent se
na pocatku 20. stoleti dockala i $kola Adolfa Eckerta od Jana Ctibora
aJana Rezdbka, coZ vedlo mj. k vyZ4ddni komisionalniho $etfeni praz-
ského magistratu. Inspekéni zprdvy ukazuji vedle nedostatka pedago-
gicko-didaktickych a prostorovych (materidlnich) i na jiné spektrum
potiZi, s nimiz byla ¢innost soukromych $kol ve sledovaném obdobi
pravdépodobné nedilné spojena: prubézny zapis zaka do $koly v pra-
béhu roku a s tim spojené praktické potize, nedostatecny rozsah uciva,
absence kvalifikovanych pedagogiii neopravnéné uzivani titulu ,,profe-

sor“."” Nedostatky pfitom byly zjevn&jsi a vice kritizovany u $kol, kte-

Vv

ré avizovaly, Ze poskytuji vyssi vzdélani. Soucasné zpravy inspektora
odhaluji nedostatky stdle platného pfedpisu o soukromém vyucovani

16 Handelsschule Wertheimer. Fond Ministerium fir Kultus und Unterricht, Unter-
richt Allgemein 1848-1940, sign. 16A-D/5, Kart. 4056, Jahresbericht 1905-1906.
AVA. OStA.

17  Kritickd inspekéni zprava tak —nikoliv prekvapivé — kontrastuje s prospekty, inzerci
v tisku a vyroénimi zprdvami $koly, v nichz feditel a majitel v jedné osobé naopak
$kolu prezentoval v nejlep$im svétle. Lze pfedpoklddat, Ze se jednalo o rozsifeny
jev. Pfikladem je informace z vyroéni zpravy o 21 pfezkousenych udéitelich skoly,
ackoliv inspektor Ried na misté nezjistil jediného.

18  Zprévy o inspekcich $kol z 23. 4. 1901 (Ctibor) a19. 8.1908 (Rez4bek). Fond Minis-
terium fiir Kultus und Unterricht, Unterricht Allgemein 1848-1940, sign. 16A-D/5,
Kart. 4056. AVA. OStA.



306 Historia scholastica 2/2024 10 Petr Kadlec

z roku 1850, zejm. s ohledem na persondlni, materidlni a prostorové
zajisténi vyuky. S persondlnimi problémy se potykala v letech pfed
prvni svétovou vélkou i $kola Jana Cermdka v Liberci. Dotyény jednak
uplné postrddal komeréni vzdéldni, akoliv v prospektu $koly uvadeél,
Ze je aprobovan pro vyssi obchodni $koly a obchodni akademie. Navic
paralelné (dva dny v tydnu) uéil na kupecké pokradovaci $kole Nové-
ho obchodniho grémia v Praze, aniz by ale za sebe zajistil pro Liberec
adekvatni ndhradu."

Zatimco nékteré soukromé $koly nabizely pouze jediny studijni
program/kurz (napf. Schillerova libereckd diveil $kola s obchodnim
kurzem a psanim na stroji), jiné hned nékolik. Uvedme Madérovu praz-
skou $kolu, pti niZ fungovaly jednoleté a pulroéni kurzy (vidy zvlast
pro pany a ddmy), velern{ a specidlni kurz. Podobnou organizaci méla
iskola Otty Bergmanna, kterd ale zahrnula pfed prvni svétovou vilkou
idvoulety studijni program. To samoziejmé kladlo zvy$ené ndroky na
persondlni a prostorové zajisténi vyuky. Nicméné ve $kolské praxinepla-
tila vzdy jednoduchd rovnice ,sloZitéjsi organizacni struktura = vétsi
pocet zaku“. Jestlize Bergmannova $kola méla ve §kolnim roce 1902/03
235 zaka a Madérova 126, udilisté Wilhelma Wertheimera s vyrazné
jednodussi organizaci (obchodni $kola, zvla$tni kurz, vederni kurz)
jich méla ve stejném roce 470, nebot zactvo bylo rozdéleno do vétsitho
poctu oddéleni (Osterreichische Statistik, 1905, s. 76—81).

Nabidka studijnich programu se u soukromych $kol navic v pri-
béhu let nezfidka vyrazné promériovala, at uz cilené, nebo pod tlakem
okolnosti. Roli pfitom sehrdvaly jak prostorové a persondlni zajisténi
vyulovani, tak i promény spolecenské poptdvky a potteb trhu pra-
ce. Prosperujici $koly rozsitovaly nabidku studijnich programd, zfi-
zovaly paralelni tfidy a mohly si dovolit zaméstnat vice uditelt. Naopak
instituce potykajici se s ubytkem zdjemct redukovaly nabidku stu-
diaiuditelské uvazky, v krajnim ptipadé zanikly. Libereckd skola Jana
Cermdka nabizela pfed prvni svétovou vdlkou pétimésiéni vzdélavaci

19 Tamtéz, zprdvy Theodora Rieda a Jana Ctibora o inspekci $koly ze 17.12. 1913, resp.
8.6.1914.
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kurzy (zvl4$t pro muze/zeny), jednoleté komeréni studium pro muze
a zeny, zvld$tni kurz s individudlni{ vyukou (pro muze/Zzeny), specidln{
odborné kurzy a vederni kurzy (Sestimésiéni, individudlnf).* Prazska
$kola Adolfa Eckerta sestdvala naproti tomu v roce 1908 z dvouleté $koly
pro chlapce, jednoleté §koly pro divky, tzv. odbornych $kol pro chlapce/
divky a z vecerniho vzdéldvaciho kurzu pro zaméstnance. Vedle toho
pfini fungovaly i zvlastni kurzy psani na stroji, tésnopisu a psani jazy-
ka. Pravé Wertheimerova $kola a Madérova skola pfedstavovaly spolu
s Eckertovym ucili$§tém na poddtku 20. stoleti soukromé vzdéldvaci
instituce s viibec nejvy$sim podilem divek/Zen mezi studujicimi, jenz
kolisal mezi jednou tfetinou az jednou polovinou veskerého zactva.

Zavér

Soukromé skoly hraly dulezitou roli v distribuci komeréniho vzdélani
pted rokem 1918 v Cechdch, stejné jako v ostatnich vyspélych zemich

Pfedlitavska (zejm. v Dolnich Rakousich a na Moravé). Pfedstavovaly
zajimavou alternativu k jinym typam komerénich $kol, které charakte-
rizovaly ve sledovaném obdobi omezend kapacita, méné pruzné a z ¢dsti

pfedimenzované ucebni plany. Vyskyt soukromych $kol 1ze povazovat
za priznak neukojené spolecenské poptavky po komerénim vzdéldniiza

odraz urcité nespokojenosti se studijnimi programy instituci $kol jinych

ztizovatell. Ackolivje v zdvéru 19. stoleti pocetné pievysila ucilisté z¥i-
zovand méstskymi samospravami, spolky obchodnik ¢i obchodni-
mi a Zivnostenskymi komorami, vyznam soukromych instituci podtr-
hovaly dvé skutednosti: 1) umisténi v lokalitdch s vysokou poptévkou

po komer¢né vzdélanych jedincich, kde v$ak k zalozeni jiné skoly bud
viubec nedoslo, nebo kapacita stavajicich instituci nedostacovala;

2) autonomie jejich spravy — nikoliv vZdy absolutni, ovSem zcela jisté

vyrazné vys$si nez u $kol ostatnich. Praktickym projevem byly rozmani-
té zpusoby organizace studia a tvorby ucebnich pldand, sestavovanych

na miru proménlivym pozadavkam trhu prace.

20 Tamtéz, Von der k. k. Statthalterei konzessionierte Privat-Handelsschule Direktor
Johann Cermdk, [1912].
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Jestlize zékladn{ spektrum odbornych pfedmétt vyucovanych na
soukromych $kolach bylo v zdsadé stejné (kupecké poéty, detnictvi,
nauka o obchodé, nauka o sméné, kontodr, obchodni korespondence),
rozdily panovaly — alespon optikou inspekénich zprév — v jejich hodi-
nové dotaci a pfedevsim ve zpusobu, jakym byly vyufovany. Sklad-
ba pfedméti a jejich ucebni plany byly na téchto $koldch flexibilné
upravovany, aby maximalni mérou odpovidaly soudobym pozadavkim
trhu préce a spoleCenskym pfedstavdm. Na druhou stranu musely
souznét i s vizemi vedeni $kol a hlavné s jejich moZnostmi, zejména
s ohledem na persondlni zajisténi vyuky. O tom, Ze vybalancovat nazna-
Cené atributy nebylo vzdy snadné, neni pochyb. S jistou mirou nadsdz-
ky lze situaci pfirovnat ke zndmému sdzkatskému heslu ,all in“ nebot
organizace a ndpln vyuky musely zajistit $kole takovou atraktivitu,
aby pfijem ze $kolného saturoval vydajovou stranku rozpoctu. Pokud
se uvedené nezdatilo, $koly nemély dlouhého trvéni. Kli¢ovym méfit-
kem jejich uspésnosti totiz byl dostateény ndbor zakd, ktery zajistoval
pfisun nezbytnych financi. A prdvé adorace maximadlniho zptistupné-
ni $kol zdjemcim o studium spolu s usilim o maxim4dlni ziskovost $kol
se nezfidka podepisovaly v negativnim smyslu na jejich kvalité, jak
alespon naznacuji inspekéni zprédvy. Na druhou stranu je otdzkou, nako-
lik tyto reporty odrézely skute¢né nedostatky v kvalité skol a nako-
lik se naopak jednalo spiSe o icelovou snahu doty¢nych inspektora
(zejm. feditelé obchodnich akademi{) vykreslit je pfed §kolnimi dfa-
dy — snad z obavy pfed konkurenci — v co nejhorsim svétle. Generaliza-
ce ovSem neni namisté: vedle prokazatelné nekvalitnich $kol existovaly
ity s vysokou mirou ndrocnosti a kvality, jejimiz garanty byli zfizova-
telé v podobé prednich autorit komeréniho vzdéldvdni.

Archivni prameny

Fond Ministerium fur Kultus und Unterricht, Unterricht Allgemein
1848-1940, sign. 16, Kart. 4056, Allgemeines Verwaltungsarchiv.
Osterreichisches Staatsarchiv.

Fond Soukrom3 obchodni $kola kongregace Skolskych sester O. S. F., neutiidéno,
Archiv hlavniho mésta Prahy.
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Jahrbuch des héheren Unterrichtswesens in Osterreich mi Einschluf8, 1914. Wien:
F. Tempsky.

KRAUS, Vojtéch (red.), 1910. Adresdr krdlovského hlavniho mésta Prahy a obci sousednich
Brdnika, Bfevnova, Bubence, Dejvic, Karlina, Kobylis, Ko$it, Michle, Nusli,
Podoli-Dvorcii, Proseka, Radlic, Smichova, Strasnic, Stresovic, St¥izkova,
Troje-Podhoti, Veleslavina, Krdl. Vinohradii, VrSovic, Vysoéan a ZiZkova. Praha.

LESERA, Viclav (red.), 1884. Adressdr krdlovského hlavniho mésta Prahy a sousednich
obci Bubence, Holesovic-Buben, Karlina, Smichova, Kr. Vinohradii a ZiZkova. Praha.

LESERA, Viclav (red.), 1891. Adressd# krdlovského hlavniho mésta Prahy a sousednich
obci Bubence, Karlina, Smichova, Kr. Vinohrad, VrSovic a Zizkova. Praha.

LESERA, Viclav (red.), 1901. Adresd krdlovského hlavniho mésta Prahy a sousednich
obci Bubence, Dejvic, Karlina, Kosi7, Libné, Michle, Nusli, Smichova, Krdl. Vinohrad,
VrSovic a Zizkova. Praha.

Ndrodni listy, 2.10.1862, €. 232.

Oesterreichische Statistik, Band III, Heft 2: Statistik der Unterrichts-Anstalten
in den im Reichsrathe vertretenen Konigreichen und Landern fiir das Schuljahr
1881/82,1884. Wien.

Osterreichische Statistik, Band XLIV, Heft I: Statistik der Unterrichts-Anstalten
in den im Reichsrathe vertretenen Konigreichen und Landern
fiir das Jahr 1892/93,1896. Wien.

Osterreichische Statistik, Band LXXVI, Heft 1: Statistik der Unterrichts-Anstalten
in den im Reichsrathe vertretenen Konigreichen und Liandern
fiir das Jahr 1902/1903,1905. Wien.

Osterreichische Statistik, Band XCIII, Heft 1: Statistik der Unterrichts-Anstalten
in den im Reichsrathe vertretenen Konigreichen und Lindern
fiir das Jahr 1908/1909, 1912. Wien.

Osterreichische Statistik, Neue Folge, Band 8, Heft2: Statistik der Unterrichts-Anstalten
in Osterreich in den im Reichsrathe vertretenen Konigreichen und Lindern
fiir das Jahr 1910/1911,1914. Wien.

Statistisches Jahrbuch fiir das Jahr 1874, Heft V, 1877. Wien.



310 Historia scholastica 2/2024 10 Petr Kadlec

Literatura

BLECHA, Josef, 1965. Uber das Leben und Werk von Karl Peter Kheil jun. Wien:
Manzsche Verlags- und Universitatsbuchhandlung.

DLABAC, Friedrich & GELCICH, Eugen, 1910. Das kommerzielle Bildungswesen
in Osterreich. Wien: Alfred Hélder.

ENGELBRECHT, Helmut, 1986. Geschichte des dsterreichischen Bildungswesen,
Band 4: Von 1848 bis zum Ende der Monarchie. Wien: Osterreichischer
Bundesverlag. ISBN 3-215-05191-5.

GLASSER, Franz, 1893. Das commercielle Bildungswesen in Osterreich-Ungarn auf
Grundlage des elementaren und mittleren Unterrichtes und die kaufmdnnischen
Lehranstalten des Deutschen Reiches. Wien & Leipzig: Alfred Holder.

GRUBER, Josef, 1913. Skolstvi obchodni. In: TOBOLKA, Zden&k V4clav (ed.). Ceskd

politika. Dil pdty: Kulturnt, zvldsté Skolské iikoly Ceské politiky. Praha: Jan Laichter,
s. 841-924.

KADLEC, Petr, 2020. Vzdéldni — spolecnost — hospoddrstvi. Utvdrent profesné vzdéldvaci
infrastruktury v Predlitavsku od poloviny 19. stoleti do roku 1914 na prikladu
rakouského Slezska. Cerveny Kostelec: Pavel Mervart. ISBN 978-80-7564-461-9.

KADLEC, Petr, 2023. Cieszyn as an Alternative Centre of Commercial Education
in Austrian Silesia before 1918? The City and History. Univerzita Pavla Jozefa
Safarika v Kosiciach. Ro¢. 12, & 1, s. 64—83. ISSN 1339-0163.

KLEIBEL, Anton, 1899. Denkschrift iiber die Entwicklung des Gsterreichischen
Handelsschulwesens wihrend der fiinfzigjihrigen Regierung seiner Majestdt
des Kaisers Franz Joseph I. Wien: Alfred Holder.

NEFE, Ivan, 1986. Vznik stfedniho ¢eského ekonomického $kolstvi po dovrsent
pramyslové revoluce. Hospoddi'ské déjiny/Economic History. Praha: Ustav
Ceskoslovenskych a svétovych dé&jin Ceskoslovenské akademie véd. Ro¢. 14,
s. 117-150. ISSN 0231-7540.

NEFE, Ivan, 1989. Vyvoj obchodn{ akademie v Chrudimi (1882-1914). Hospoddr'ské
déjiny/Economic History. Praha: Ustav ¢eskoslovenskych a svétovych dé&jin
Ceskoslovenské akademie véd. Ro¢. 16, s. 275—310. ISSN 0231-7540.

POTT, Klaus Friedrich, 1989. Die Entwicklung der Osterreichischen Handelsakademien
(1848-1918). Die Entstehung eines Modells schulischer Kaufmannsausbildung.
Inaugural — Dissertation zur Erlangung des akademischen Grades eines
Doktors der Philosophie der Technischen Hochschule Darmstadt Fachbereich
Erziehungswissenschaften, Psychologie und Sportwissenschaft. Darmstadt:
Technische Hochschule.



Historia scholastica 2/2024 10 Studie Studies 3N

POTT, Klaus Friedrich, 2015. Berufsbiographien von Handelsschullehrern
des 19. Jahrhunderts oder Bausteine einer tiberfilligen Geschichte
der kaufmdnnischen Vollzeitschulen des 19. Jahrhunderts. Detmold:
Eusl-Verlagsgesellschaft mbH.

RICHTER, H. M., 1873. Die Entwicklung des kaufmdnnischen Unterrichts in Oesterreich
nebst einer documentarischen Geschichte der Wiener Handels-Akademie. Wien:
Wiener Handels-Akademie.

SWIEBODA, Jézef, 2010. Szkolnicwo handlowe w Galicji. Analecta. Warszawa:
Instytut Historii Nauki Polskiej Akademii Nauk. Ro¢. 19, €. 1-2, s. 203-272.
ISSN 1509-0957.

WESTRITSCHNIG, Karl Josef, 2015. Berufsbildung in Osterreich wiihrend
der Habsburgermonarchie 1848—1918: Bildungsebenen — Bildungsarten —
Bildungsprinzipien. Minchen: GRIN Verlag. ISBN 978-3-668-07867-3.

WURZBACH, Constant von (ed.), 1864. Biographisches Lexikon des Kaiserthums
Oesterreich, Eilfter Theil: Kdrolyi — Kiwisch und Nachtrige. Wien:
K. k. Hof- und Staatsdruckerei.

WURZBACH, Constant von (ed.), 1877. Biographisches Lexikon des Kaiserthums
Oesterreich, FiinfunddreifSigster Theil: Sinacher — Sonnenthal. Wien:
K. k. Hof- und Staatsdruckerei.

ZEHDEN, Carl, 1897. Zur Geschichte des commerciellen Bildungswesens
in Oesterreich von 1848-1918. Supplement zum Centralblatt fiir das gewerbliche
Unterrichtswesen in Oesterreich, s. 1-54.






Varia

315 Simonetta Polenghi






Historia scholastica 2/2024 10 Varia 315

The State as the Owner

of Education: Totalitarian
Regimes and Education

in Europe in the Second Half
of the 20th Century.

An International Conference,
12-13 October 2023, Trnava,
Slovakia

Simonetta Polenghi?®

a Catholic University of the Sacred
Heart, Faculty of Educational Sciences,
Department of Education, Italy
simonetta.polenghi@unicatt.it

DOI 1015240/tul/006/2024-2-013

The International Conference “The
State as the Owner of Education”
took place on 12—13 October 2023
in Trnava, Slovakia. Organised by
team of researchers lead by Blanka

Kudldcova from the Faculty of Edu-
cation at Trnava University, it wel-
comed 23 scholars from 12 European countries. The aim of the confer-

ence was to analyse the involvement of totalitarian regimes in Europe
in the field of education during the second half of the 20th century. The
conference created a space to examine the issues in a pan-European
perspective and bridged existing analyses that focused either on
the countries of the former Eastern bloc with left-wing regimes or
on the countries of Western Europe with right-wing regimes. Coun-
tries from the former Eastern European bloc (Bosnia and Herzego-
vina, Bulgaria, Czech Republic, German Democratic Republic, Hungary,
Lithuania, Slovakia, and Slovenia), were examined alongside Greece,
Spain and Portugal. The papers presented dwelt on school legisla-
tion, youth organisations, the role of the Church, ideological doctrines,
propaganda and the function of pedagogy. From a methodological
point of view, different sources were used: aside from archival files,
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pedagogical journals, the pedagogical press and textbooks were cited,
while oral sources also proved an important means of reconstructing
daily life during the era of totalitarian regimes.

Akey point, shared by many scholars, was the aim of giving voice
to the victims of the Soviet regime, shedding light on the life of people
involved in resistance against it. Remembering the victims and the
dissidents is a moral obligation inherent in historical research. In
this respect, a new book with great value is Two sides of the same coin.
Examples of free and unfree education in Slovakia during the period of
Socialism (Blanka Kudld¢ov4 ed., Peter Lang — VEDA, Berlin, Bratis-
lava 2023) which was presented during the conference. Two points
highlighted both in this book and in the conference were the different
kinds of dissent (e.g. religious, civic or artistic) and the memories of
people who lived a double life, keeping their freedom, their religion and
their thoughts. This was particularly painful for children, who grew
up with a double morality, pretending, for example, not to be believers
and hiding their faith when at school. An important role in maintain-
ing a private faith was played by grandmothers, as Irena Stonkuviené
demonstrated in Lithuania. The Communist regime’s atheist campaign
was both very strong and highly active (e.g. posters showing the first
astronaut also featured the statement “he did not find God in the sky”).
1940 saw more than 1000 teachers exiled in Lithuania as schools were
sovietised. Some teachers used public shaming, blackmail, and psy-
chological and physical violence towards children from religious fam-
ilies who refused to join the Pioneers.

Viewing the Eastern bloc as a typical socialist regime, the papers
revealed the internal differences between various countries according
to political changes, even if all sat within a common framework. The
ideological beliefs were provided by the central governments in accor-
dance with the USSR’s Soviet guidelines. Blanka Kudld¢ova researched
the college of the Communist Party of Czechoslovakia in Prague and
then its Faculty in Bratislava (1973) and its function in Slovakia in
training party elites who would loyally follow Marxist-Leninist the-
ory. Her paper highlighted the rigour of these Faculties, which provided
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a well-organised, selective and comprehensive system of teaching,
including free time. Considering other academic institutions, Tom4s
Kasper and Dana Kasperovd showed how science was planned, man-
aged and controlled by the state. Every university student had to take
a compulsory exam on Marxism-Leninism, but the ideology was not
always “inner felt”: without necessarily leading a double life, it was also
possible to have a merely formal adherence to the direction of the cent-
ral Party. The Czech educational system was modelled on the USSR’s,
with Marxism-Leninism replacing other pedagogical theories, and
USSR books translated and imposed. Czech pedagogical science went
through different periods which are analysed by the authors (Stalinism
from 1948-1953; a careful “thawing” from 1953-1965; and socio-polit-
ical liberation before the 1968 Prague Spring from 1965-1968).

Following World War II, Hungary also experienced different polit-
ical phases thatinfluenced the science of education (1945-48,1948-56,
1956-72, and 1972-85). Lajos Somogyvdri, Imre Garai, Zoltdn Andrds
Szabd and Andrids Németh, using already well-established research
works, managed to illustrate how the Socialist age was not homo-
geneous in Hungary even within the ideological framework of Marx-
ism-Leninism, being subject to the changing aims and tendencies of
the leading political actors. Edvard Protner, too, demonstrated the
swings of Socialism in Slovenia and the changes in pedagogical ideas
within Socialist theories. Pre-war left-oriented educationalists were
ignored or persecuted by post-war Slovenian communists. Both in
Hungary and Slovenia the pedagogical world was more fragmented
than one might think.

Similarly, the end of Stalinism and the economic crisis led to
stronger support for technical education in Czech schools and uni-
versities in the 1960s. The Prague Spring, as Kasper and Kasperova
demonstrated, gave impetus to a humanisation of schooling but also
to polytechnic education. In the so-called Socialism with a human
face there was an opening towards non-Marxist pedagogies, learn-
ing machines, audiovisual teaching, and programmed learning. Hen-
ning Schlufd provided new sources for future teachers on video-record-
ing lessons on the construction of the Berlin Wall in East Germany
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(videotapes, photos, and personal memories). Polytechnic education
with a production-oriented approach was introduced in Bulgaria in
1952, with the law that instituted 12 years of schooling for all pupils.
Mariyana I. Ilieva and Alexander H. Hristov reconstructed the post-
war Bulgarian totalitarian education, dividing it into the periods of
1944-48,1948-59 and 1959-83. The Catholic religion was prohibited,
textbooks were modelled on the Soviet ones, and schools and teachers
had no freedom. In Bosnia and Herzegovina too, Soviet authors were
translated and imposed. SnjeZana Su8njara reconstructed school life
during the totalitarian period in Bosnia and Herzegovina, including
the campaign for adult literacy (in 1945, 72% of adults were illiterate)
and the use of emotions in teaching (e.g. through the use of movies
about WW II). Children’s free time was controlled by the party, with
TV, radio, and magazines as well as the Pioneers all affected.

Another common trait that emerged was that since Marxism-Lenin-
ism provided the educational aims, it replaced pedagogical theories.
Education could simply provide the means, so that pedagogy was not
considered a science, but a practice (in Lithuania the department of
education was closed).

In Southern European countries, totalitarian Fascist regimes were
to be found in Spain, Portugal and Greece. Antonio Francisco Canales
described the Copernican turn of Franco’s policy in the 1960s. The
national Catholicism had produced a golden age for Catholic schools in
Spain, with schools being ideologised and teachers deprofessionalised.
But at the end of the 1950s, the regime began to support state schools.
The reason behind this dramatic change was that the economic crisis
experienced by the state obliged the regime to ask for international
help and to open the market. External forces, such as the OECD, com-
pelled Franco to change and modernise the school system, in order to
receive economic support. Therefore, efficiency, technocracy and func-
tional theories replaced the regime’s religious legitimisation.

Luis Grosso Correia reconstructed the school system in the years of

“Estado Novo” (1945-74), where the Catholic church played an impor-
tantrole, without being as strong as in Spain. In Portugal, too, moderni-
sation took place in the 1960s with an expansion of the educational
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system favoured by the OECD, and here, too, economic expansion
required technical education. In 1970-74 a “democratization of educa-
tion” under the totalitarian regime was reached, also ending the seg-
mentation of post- elementary schools.

Dimitris Foteinos and Panagiotis Kimourtzis discussed the Greek
military regime (1967-1974) and looked for totalitarian aspects in Greek
education that may remain at the present time.

During the conference, the exhibition “Victims of the Communist
Regime in Slovakia”, curated by the Nation’s Memory Institute in Bra-
tislava, was opened. Although any comparison between Eastern Social-
ist countries and Southern Fascist states after WW II has to be con-
ducted carefully, and despite the many differences (e.g. the very dif-
ferent role played by religion — being oppressed in the socialist coun-
tries and allied with leaders of totalitarian regimes in fascist coun-
tries), there are some common traits in pervasive totalitarian regimes
that emerge in educational policy (modernisation, technological and
polytechnic education, youth organisations, and political resistance).
One of the great merits of this conference lies in bringing together lead-
ing scholars from various countries with formerly totalitarian regimes,
providing a new and fresh in-depth analysis of educational systems
under totalitarian regimes in the second half of the 20th century, but
also giving back a voice to those teachers, children, educationalists and
priests who resisted and were forced into silence by a totalitarian state.
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