arilas
veritas

Casopis pro reflexi kiestanskych souvislosti v socialnich a humanitnich oborech

Volnocasova dimenze literarni vychovy v 21. stoleti
The Free Time Dimension of Literary Education

in the 21 Century

Helena Zbudilova

Vyuzitie filozofického textu v mimoskolskych
aktivitach v kontexte osobnostného a socialneho
rozvoja deti mladsieho Skolského veku

The Use of Philosophical Texts in Extracurricular
Activities in the Context of the Personal and Social
Development of Children of Younger School Age
Gabriela Sarnikova

Popelka a jeji pravé ja:

Narativnost jako ztraceny stievicek
nabozenského vzdélavani

Cinderella and Her True Self:

Narrative as a Lost Shoe of Religious Education
Tomas Cyril Havel

Aischylova Oresteia a problém tragickej
prirodzenosti ¢cloveka

Aeschylus’ Oresteia and the Problem

of the Tragic Nature of Man

Lukas Jenik

Autorskeé cteni: akéni vyzkum v pedagogické realité
Authorial Reading: Action Research in Pedagogical Reality
Josef Nota

Jihoceské univerzity v Ceskych Budéjovicich
University of South Bohemia, Ceské Budéjovice

Teologicka fakulta
Faculty of Theology

v roCnik 10
C'S'Oz / rok 2020



CoriTcs

10

el veritas >0 2
Obsah
Editorial = 000 ssssssssesssessasenes 6
Rozhovor O literatuie a literarni VYChoV@.........coeeeerereenenereenenencsnenene 12
s Hedvikou Vydrovou
Studie Tematické Volnocasova dimenze literarni

vychovy v 21. stoleti.......ccceeecnnnnreccecee 18
Helena Zbudilova

Vyuzitie filozofického textu

v mimoskolskych aktivitach v kontexte
osobnostného a socialneho rozvoja
deti mladsieho skolského veku......... 37
Gabriela Sarnikové

Popelka a jeji pravé ja:

Narativnost jako ztraceny strevicek
nabozenského vzdélavani.................. 64
Tomas Cyril Havel

Aischylova Oresteia a problém tragickej
prirodzenosti ¢cloveka ...............cccee.... 88
Lukas Jenik

Autorské cteni: akéni vyzkum
v pedagogické realité .......cccccerernnees 114
Josef Nota

Autorské cteni jako fenomén
osobnostni vYchovy ......cccceeccenennnnnes 147
Stanislav Suda



10

CoriTos )
elveritas

3 2020

Recenze

Varia

Komunitni bydleni pro seniory jako
zdroj socialni opory a prevence
socialniho vylouceni......cccceeecennennnnns 172
Adéla MojzisSova, Dagmar Dvorackova,
Miroslav Bartak



CoriTc:s

10

elveritas

Contents

Editorial
Studies Topical

2020 4

The Free Time Dimension of Literary
Education in the 21 Century ......ccc.... 27
Helena Zbudilova

The Use of Philosophical Texts in
Extracurricular Activities in the Context
of the Personal and Social Development
of Children of Younger School Age..... 50
Gabriela Sarnikova

Cinderella and Her True Self:

Narrative as a Lost Shoe of Religious
Education..........ccccceeeeeeeeeeeeeeeeeeeeeeeeennes 76
Tomas Cyril Havel

Aeschylus’ Oresteia and the Problem
of the Tragic Nature of Man .............. 101
Lukas Jenik

Authorial Reading: Action Research
in Pedagogical Reality .......ccccceneeeeeces 130
Josef Nota

Authorial Reading as a Phenomenon of
Personality Development ................. 159
Stanislav Suda



10 CoriTos i
5 2020 elveritas

Varia Community Housing for the Elderly as
a Source of Social Support and
Prevention of Social Exclusion.......... 180
Adéla MojziSova, Dagmar Dvorackova
and Miroslav Bartak

Godforsakenness: Is Christian Unbelief

POSSIDI@? ....eeeereerreecreccseccseccseecsecsecnse 189
Yuliia Vintoniv

ROVICWS oo enenenen 199



CoriJ[os it 10
elveritas 5020 6

Editorial

Vazeni a mili ¢tenafi,

u zrodu monotematického ¢isla casopisu Caritas et Veritas stala stejnojmenna mezinarodni kon-
ference, ktera probéhla na podzim roku 2018 na ptdé TF JU. V tomto cisle se objevuji nékteré
z prezentovanych prispévki, zabyvajici se problematikou Literatury jako prostredku skolni eduka-
ce a vychovy ve volném Case. Skéla piispévki byla nové obohacena o dalii pohledy odborné verej-
nosti, jez shodné vychazeji z moderniho vnimani literatury a literarni vychovy a reflektuji soucas-
né pedagogické trendy a vyvojové tendence spole¢nosti pisobici na vychovu literaturou, vychovu
k literature a vychovu ke ctenarstvi.

Potreba Cist se rozviji pomalu a roste postupné, proto je tfeba v dne$nim pretechnizovaném svété
hledat nové cesty a zpusoby, jak déti a mladez cilené vést a motivovat ke ¢teni nejen ve skolnim
prostiedi, ale i ve volném ¢&ase. Cteni a &tendfstvi se stdvaji potfebnymi predpoklady uspésného
profesniho, spolecenského a osobniho Zivota.

Na uvod zazni slova jedné z nasich prednich odbornic v oboru §panélské a hispanoamerické lite-
ratury, pani doc. PhDr. Hedviky Vydrové, nositelky §panélského Radu Isabely Katolické za $ifent
hispanské kultury, ktera ma bohaté zkusSenosti také jako prekladatelka a editorka. Pfiznam se, Ze
osloveni pani docentky bylo z mé strany krokem zcela spontannim a zaroven opodstatnénym.
Tato osobnost mé provazela mym doktorskym studiem, méla jsem prilezitost s ni nékolikrat spo-
lupracovat. Je pro mne celozivotnim vzorem nejen po strance odborné, ale i lidské. Rozhovor
s doc. Vydrovou obohacuje nas pohled na soucasny stav literatury a literarni vychovy, protoze
literatura se ji stala celozivotnim poslanim.

Jadro tvofi Sest studii, které prispivaji k odkryvani moznosti a reality procesu $kolni literarni
vychovy a literarni vychovy ve volném case. Prvni z prispévki, vénovany volnocasové dimenzi
literarni vychovy v 21. stoleti, naznacuje cestu, jak lze celit dominantnimu tlaku techniky skr-
ze navrat k tiSténému slovu a ke kritickému mysleni. Zachycuje soucasny stav skolni literarni
edukace a zaméruje se na specifické rysy literarni vychovy ve volném case. Autorka ji chape jako
funkéni doplnék $kolni edukace, jenz miize vyraznou mérou prispivat ke komplexnimu rozvoji
osobnosti nejen v dobé povinné $kolni dochdzky, nybrz po cely lidsky Zivot. Studie G. Sarnikové
vychazi z kvalitativniho vyzkumu zaméreného na vyuzivani filozofického textu v mimoskolnich
aktivitach v kontextu osobnostniho a socidlniho rozvoje déti mladsiho $kolniho véku. Z vyzkumu
vyplyva, Ze implementace koncepce filozofie pro déti spojené s prifezovym tématem do daného
typu neformalniho vzdélavani (zdjmového krouzku) je nosnym prvkem, ktery by mohl oboha-
tit edukacni proces. Oblast nabozenského a literarniho vzdélavani poodkryva T. C. Havel, kte-
ry se zaméiuje na komplementaritu nabozenstvi a pohadky. Vychazi z zanru klasické pohadky;,
na némz prezentuje v ¢eském prostredi neprili§ obvykly nabozenskopedagogicky diskurz. Text
L. Jenika odkazuje na stdle aktudlni vyznam antickych tragédii, v nichz lze spatfovat studnici
vhodnych naméta pro vychovné vzdélavaci oblast. Zameéruje se na problematiku hledani podstaty
lidské (tragické) prirozenosti v Aischylové antické tragédii Oresteia. Posledni dva prispévky jsou
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zaméfeny na autorské Cteni. J. Nota nejprve odhaluje okolnosti vzniku stejnojmenné discipliny,
jeji zarazeni do vyuky konkrétni zakladni skoly a zkuSenosti ziskané béhem své osmileté praxe.

7

Autorské ¢teni je vedle nacviku slohovych utvara chapano jako vhodna alternativa pro rozvijeni
klicovych kompetenci. Pohled na autorské ¢teni jako na fenomén osobnostni vychovy prinasi
ptispévek S. Sudy. Autor v ném predstavuje srovnavaci studii psanych sebereflexi studentt autor-
ského Cteni, kategorizaci sebereflexi z pohledu osobnostniho nastaveni pro jednani v ne¢ekanych
situacich a studii aspektti autorské tvorby.

Varia nabizeji dva prispévky - kolektivni studii autortt A. Mojzisové, D. Dvorackové a M. Bar-
taka, zaméfenou na problematiku komunitniho bydleni pro seniory jako zdroje socialni opory
a prevence socialniho vylouceni, a anglicky psany text od Y. Vintoniv nazvany Godforsakenness: is
a Christian Unbelief Possible? Cilem prvniho textu, pojednavajiciho o komunitnim bydleni pro se-
niory, je popsat vyhody a nevyhody konceptu z pohledu obyvatel na zakladé vyzkumu polostruk-
turovanych rozhovort zrealizovanych v centrech ve vybranych zahrani¢nich zemich. Posledni
zminovany cizojazycny text se vénuje fenoménu odloucenosti od Boha z filozofické a teologické
perspektivy na zakladé srovnani koncepci tohoto zazitku jako klicového prvku pfi hledani auten-
tické viry z pohledu A. Camuse a C. S. Lewise.

Na zavér ¢isla jsou zarazeny tfi recenze. Dvé pochazeji z pera M. Nakone¢ného (Patrick J. Deneen:
Proc selhal liberalismus; Saul Smilansky: Desatero mordlnich paradoxii). Autorem tfeti recenze je
J. Sirovatka (Petr Gallus: Pravda, univerzita a akademické svobody). Ctenafi se také mohou se-
zndmit se Zprdvou ze ctvrtého roéniku islamologické konference v Ceskych Budéjovicich, jejimz
autorem je M. Klapetek.

Pfeji Vam pfijemné a obohacujici chvile stravené pfi ¢teni nového ¢isla ¢asopisu.

Helena Zbudilova
koeditorka, ¢lenka redaké¢ni rady Caritas et Veritas
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Editorial

Dear readers,

At the beginning of the process of this monothematic issue of the journal Caritas et Veritas was
an international conference with the same title, which took place in the autumn of 2018 at the
Theology Faculty of the University of South Bohemia. In this issue, some of the presented pa-
pers appear. They deal with the issue of Literature as a Means of School Education and Leisure
Time Education (Literatury jako prosttedku skolni edukace a vychovy ve volném case). The range
of contributions has been newly enriched with other views of academics. These are equally
based on the modern perception of literature and literary education and reflect the current
pedagogical trends and development trends of society affecting education through literature,
education towards literature, and education towards reading.

The need to read develops slowly and grows gradually, so, in today’s overly-technological world,
it is necessary to look for new ways to purposefully lead and motivate children and young peo-
ple to read not only in the school environment but also in their free time. Reading is a necessary
prerequisite for a successful professional, social, and personal life.

In the introduction, there are the words of one of our leading experts in the field of Spanish
and Hispanic American literature, Associate Professor Dr Hedvika Vydrova who is a holder
of the Spanish Order of Isabella the Catholic for spreading Hispanic culture and has extensive
experience as a translator and editor. I admit that addressing Associate Professor Dr Hedvika
Vydrova was a completely spontaneous and, at the same time, justified step on my part. She
accompanied me during my doctoral studies, and I have had the opportunity to work with her
several times. She is a lifelong role model for me, not only professionally but also in a personal
sense. The interview with Associate Professor Vydrova enriches our view of the current state of
literature and literary education, as literature has become her lifelong mission.

The core consists of six studies that help to uncover the possibilities and reality of the process of
school literary education and literary education in free time. The first of the papers, devoted to
the free time dimension of literary education in the 21* century, suggests a way how to face the
dominant pressure of technology through a return to the printed word and critical thinking.
It captures the current state of school literary education and focuses on specific features of
literary education in free time. The author understands it as a functional supplement to school
education which can significantly contribute to the comprehensive development of personal-
ity not only during compulsory schooling but throughout human life. G. Sarnikovd’s study is
based on qualitative research which focuses on the use of a philosophical text in extracurricular
activities in the context of the personal and social development of children of younger school
age. The research shows that the implementation of the concept of philosophy for children
associated with an intersecting theme in a given type of non-formal education (after-school
activity) is a key element that could enrich the educational process. The field of religious and
literary education is revealed by T. C. Havel who focuses on the complementarity of religion
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and fairy tales. His paper is based on the genre of the classic fairy tale. He uses it to present
a religious pedagogical discourse which is not very common in the Czech environment. The
text by L. Jenik refers to the always up-to-date significance of ancient tragedies. One can see
a well of suitable topics for the field of education in them. It focuses on the issue of finding the
essence of human (tragic) nature in Aeschylus’ ancient tragedy Oresteia. The last two papers
focus on authorial reading. J. Nota reveals the circumstances of the origin of the discipline, its
inclusion in the teaching in a particular primary school, and the experience gained during his
eight years of practice. Authorial reading is, just like the practice of essay writing, understood
as a suitable alternative in the process of key competencies development. The view of authorial
reading as a phenomenon of personal education is provided by the contribution of S. Suda. In
it, the author presents a comparative study of written self-reflections of students of authorial
reading, the categorisation of self-reflections from the point of view of personality setting which
concerns acting in unexpected situations, and a study of aspects of authorial work.

The Varia section offers two contributions - a collective study by A. Mojzi$ova, D. Dvorackova
and M. Bartak which focuses on the issue of community housing for the elderly as a source of
social support and prevention of social exclusion and text by Y. Vintoniv entitled Godforsaken-
ness: Is Christian Unbelief Possible? The aim of the first text, dealing with community housing
for the elderly, is to describe the advantages and disadvantages of the concept from the point
of view of the residents. It is done on the basis of research into semi-structured interviews
conducted in centres in selected foreign countries. The latter foreign language text deals with
the phenomenon of separation from God from a philosophical and theological perspective. It
compares the concepts of this experience (a key element in the search for authentic faith) from
the perspective of A. Camus and C. S. Lewis.

I wish you an enjoyable and enriching time while reading the new issue of the journal.

Helena Zbudilova
Co-editor, member of the editorial board of Caritas et Veritas
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Témata dalsich cisel

Pro dalsi cisla CetV byla stanovena nasledujici témata, ke kterym redakce uvita prispevky jak
v podobé odbornych studii, tak i popularizacnich ¢lanku. O zafazeni populariza¢niho ¢lanku
rozhoduje redakce, odborna studie podléha kromé redakéniho posuzovani i procesu dvoji
anonymni recenze. Redakce mUze odmitnout texty taktéz z pfipadnych kapacitnich divodu
¢i nesouladu s profilem ¢asopisu a zaméfenim tematického cisla.

1/2021 Pomahajici profese a spole¢enskovédni otazky v dobé Covid-19
Uzavérka: 31. 12.2020

2/2021 Jan A. Komensky — mozné inspirace po vice nez 350 letech
Uzavérka: 30. 6. 2021
1/2022 Potencidly a rizika komunitné vnimaného spolecenstvi pro zvladani pandemie

Uzavérka: 31.12. 2021

2/2022 Vychova k dobru, pravdé a krase jako aktualni vyzva (nejen) pro soucasnou
pedagogiku
Uzavérka: 30. 6. 2022



11 10 CoriTos +
2020 elveritas

Topics of future issues

The following topics have been specified for future CetV issues and the editorial board will
welcome contributions on these topics, in the form of scholarly studies and popular articles.
Popular articles will be published based on the editorial board’s decision, while scholarly stu-
dies are subject to the editorial board’s assessment and double anonymous reviewing. The
editorial board can also reject texts for capacity reasons or because they are not in accord with
the journal profile and the focus of a topical issue.

1/2021 Helping Professions and Social Sciences Issues in the Covid-19 Era
Deadline: 31°* December 2020

2/2021 John A. Comenius - Possible Inspiration after More than 350 Years
Deadline: 30" June 2021

1/2022 Potentials and Risks of a Social-unit Perceived as a Community for Coping with
a Pandemic
Deadline: 31 December 2021

2/2022 Education for Good, Truth, and Beauty as a Current Challenge (not only) for
Contemporary Pedagogy
Deadline: 30'" June 2022
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Rozhovor

O literature a literarni vychové s Hedvikou Vydrovou

Doc. PhDr. Hedvika Vydrova, absolventka FF UK v Praze (obory Spanél-
Stina a francouzstina), docentka v oboru Spanélska a hispanoamericka
literatura, v letech 1990-2011 feditelka Ustavu romanskych studii FF UK
v Praze, externi pedagozka na PF (pozdéji FF) JU v C. Budéjovicich, editor-
ka a prekladatelka. V roce 2003 obdrzZela spanélsky Rad Isabely Katolické
za Sifeni hispanské kultury. Pfednasela v Mexiku, Kolumbii a Spanélsku.
Zabyva se déjinami hispanské literatury, publikuje odborné prace zejmé-
na o problematice modernismu, basnické avantgardy a nového romanu.

4

Vazena pani docentko, umélecka literatura sehrala a hraje stale zasadni roli ve Vasem boha-
tém profesnim zivoté. Jaky je podle Vaseho nazoru hlavni smysl a vyznam literatury a cte-
nafstvi v lidském zivoté? V soucasné postmoderni spole¢nosti jsme svédky toho, Ze vizualni
kod stale vice vytlacuje kod slovesny. V case elektronickych médii ma kvalitni literatura tézkeé
postaveni; slovo ztraci svou vaznost, hloubku a silu. Zda se, Ze oc¢ividné poklesla tucta k nému.
Jak vnimate tuto soucasnou realitu? Co si myslite o pouzivani zjednodusenych verzi literar-
nich dél, raznych adaptaci ¢i komiksa?

~Umeélecka literatura® je vyznamové dost Siroky a ne zcela snadno definovatelny koncept. Utvarel
se a ménil v case. Uz to podstatné v ném - tedy pojem literatury - klade mnoho otazek. Ten, kdo
se zabyva historii literatury, si vzdy u jejich pocatkt v tom kterém spolecenstvi musi vymezit, zda
bude termin , literatura“ odvozovat od jeho latinského zakladu - , litera®, pismeno, tzn. od pisma,
jimz je tento artefakt vytvoren, ¢i zda do néj zahrne i vytvory ordlni, vzniklé jako nepsané, byt
tfeba pozdéji pismem zaznamenané, kterym je viak spolené to, ze vznikly na bazi slova. Cestina
ma v tomto velkou vyhodu, Ze disponuje pro takovy druh tvorby terminem ,,slovesnost”. Neméné
slozité je postihnout vyznam vymezujiciho adjektiva ,umélecky®. Snad by se velice obecné dalo
fici, Ze jde o slovesnost, ktera vznika s jistym zameérem, a ten neni omezen pouze na cisté uzitko-
vou komunikaci na zdkladé slova, ale ma nebo miize mit i funkce dalgi, za jistych okolnosti pro
zivot ¢lovéka moznad i zavaznéjsi.

Vyjdéme vsak z kontextu, v némz jsou Vase uvodni otazky po smyslu umélecké literatury kladeny
v jasné souvislosti s knihou, tudiz i pismem, psanim a tim, kdo piSe, a zaroven s aktem ,,konzu-
mace” vysledku takové tvorby, tedy cetbou a jejim aktérem, ctenafem. Musim hned zkraje tohoto
rozhovoru pfiznat, Ze patfim ke generaci 80+, které se dnes dostava prednostniho ockovani proti
Covid-19 a ktera pokladala knihu za pfirozenou soucast zivota (v téch lepsich pripadech nejen
s$kolniho) a ktera nastup novych forem tvorby, novych zptsobt prostredkovani poznatka i zabavy
zazila az v dospélosti. A vzhledem k zakotveni nasi zemé v bloku zemi budujicich socialismus byla
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tato generace dokonce politickou a ideologickou cenzurou jak umélecké tvorby, tak zdbavniho
pramyslu ,,chranéna“ az do zralého véku pred jejich moznym negativnhim dopadem na utvareni
vztahu ke knize a k aktu ¢teni. Dokonce mé napada, ze totalitni cenzura paradoxné posilovala v li-
dech potfebu ¢ist, touhu ziskat nepovoleny text ¢i knihu a v pripadé uspéchu je tajné a s rizikem
postihu sirit dal.

Je, myslim, pochopitelné, Ze polistopadova radikalni zména spolecenského a politického zivota,
ktera pfinesla svobodu slova, pohybu atd., byla provazena obrovskou euforii z moznosti, které
nabizela pravé v oblasti literarni tvorby, nakladatelské ¢innosti, prekladové politiky, knizniho
trhu, dostupnosti zahrani¢ni literatury. A Ze toto nad$eni z otevienosti vii¢i svétu nam po jistou
dobu prekryvalo dosah celé fady novych fenoménti, které jistym zptsobem potlacovaly nebo
alespon umensovaly jedine¢nou vahu slova jako takového a jesté vic slova tzv. krasné literatury,
tedy slova, které je nositelem jinych vyznamu nez bézna slovni komunikace a dosahuje u¢inu
svého sdéleni jinymi prostfedky. Zminujete stale zfetelnéjsi prevahu vizualniho kédu, obrazu
nad slovnim sdélenim. Dal by se pridat jesté kdd auditivni - zdplava ne hudby, ale ,,muziky*,
a zvuku vibec. A pokud mozno co nejhlasitéjsiho, mozna aby hlu¢nosti prekryl vyprazdnénost
nasi komunikace.

Dal$im zavaznym jevem, ktery uvadite, je nepochybné rozmach elektronickych médii, ktera
na jedné strané otevrela netusené moznosti rychlé komunikace, neomezeného poznavani
bez hranic, bez namahy a s relativné nizkymi ndklady, na strané druhé nas vedla a vedou
k podcenéni kvality slovesného textu co do presnosti, srozumitelnosti a neotfelosti vyjadreni,
o gramatické korektnosti jazyka ani nemluvé. Z vétsiny populace se stali ustavi¢ni ¢tenari
zprav bulvarniho tisku ¢i esemesek od rodiny, pratel, kolegli a znamych na displejich chytrych
telefont, tabletti a pocitact, ale také spisovatelé nebo spise psavci bezduchych debat na sitich,
fragmentarnich ni¢im nepodlozenych soudu a vulgarit, ktefi nedostatecnou slovni zasobu
i myslenkovou potenci musi nahrazovat slovnimi vycpavkami bez jakéhokoli vyznamu (mam
na mysli zejména umrtvujici zaplavu prislovci typu prosté, v podstaté, vlastné). Je samoziejmé,
ze takto pojaté ¢teni a psani ani nepodporuje obecnou vnimavost vici jakémukoliv textu, natoz
pak uméleckému, ani nekultivuje a neobohacuje pouzity jazyk.

Pfes tyto nesporné negativni jevy nevidim dne$ni stav nasi jazykové kultury a literarni kom-
petence tak ¢erné. Je az podivuhodné, jak velké mnozstvi lidi z nejriiznéjsich koutd nasi zemé
prokazuje na internetu (tady je funkce jedné z vymozenosti nové doby jisté pozitivni) svij
rozvinuty smysl pro hru s jazykem. Zaplava ,,coronavirovych® vtipti zalozenych z velké casti
na cisté slovnim humoru mi v poslednim roce prozitém ,,s covidem® ulehcovala zivot a urcité
nejen mné. Pozoruhodna je taky spontanni aktivita béznych uzivateld internetu zaznamenavat
novotvary, které origindlnim zptisobem rozs$ifuji a obohacuji ¢eskou slovni zasobu (viz: M.
Kavka, M. Skrabal a kol., Haknutd Cestina. Neortodoxni slovnik dnesni matefstiny, 1. vyd., 2018).
Je samoztejmé, ze ne kazdy, kdo ma zajem o kvalitu soucasné cestiny, je pravé touto aktivitou
nads$en. Mne ale tési a bavi. Obdobné je to s ¢etnosti protichtidnych nazort na ,,apravy” klasic-
kych literarnich dél, které maji alespon néco z literarniho dédictvi pfiblizit novym generacim.
U nas je asi nejznaméjsi jiz starsi pocin Jaromira Johna Pfibéhy Dona Quijota (1941), ptivodné
urceny ¢eskym détem. Mél jim priblizit jedno z nejvétsich dél svétové literatury, které pro svou
rozsahlost a naro¢ny renesan¢ni narativ neni snadnou cetbou ani pro zkuseného milovnika
literatury. Johnova , détska“ verze pribéhii slavného Spanélského ,,moudrého blazna® posetilce
a snilka, si v§ak stale uchovava, nepochybné zasluhou autorovy neobycejné literarni a estetické
erudice i daru basnického jazyka, svou ptsobivost a smysluplnost i pro dnesniho dospélého
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Ctenafe. Jiné je to ovSem s novéj$imi ,vycucy” z obsahu znamych dél ve stylu Reader's Digest,
které mohou davat $anci tém, kdo nemaji trpélivost precist dany text v ptivodni celistvé podobé,
ale chtéji ptisobit jako vzdélanci. Budiz jim to pfano, ale cesta ke kvalitnimu ¢tenafstvi to urcité
neni. Je$té jinou roli pak sehravaji nejriiznéjsi adaptace literarnich textd — dramatické, filmové,
hudebni i vytvarné (v¢etné komikst, na které se ptate). Zde jisté zalezi na citlivosti, vhimavosti
a erudici, ale pfedevsim na divodech a zaméru autora takové adaptace. V kazdém pripadeé ale
jde o jiné dilo, novy tvirdi ¢in a jako takovy by vysledek mél byt posuzovan. Ale mize se také
stat, ze pravé zdarilda proména - v zanru, vyrazovych prostfedcich, zpravidla i v ¢asové aktua-
lizaci tématu a v jeho poselstvi — vyvola v pfijemcich novy nebo intenzivnéjsi zdjem o pivodni
literarni predlohu a dovede je az k ponoteni se do cetby.

Uvadi se, ze Cesi jsou nadpriimérné ¢touci narod a navic Ceska republika ma jednu z nej-
hustsich siti vefejnych knihoven na svété. Pfesto v mezinarodnich vyzkumech ctenarské gra-
motnosti PISA nasi Zaci na 2. stupni ZS dosahuji opakované pramérnych ¢i mirné podpri-
mérnych vysledkii predevsim v oblasti porozuméni textu. MiiZe to ptisobit az paradoxné. Kde
spatfujete zasadni problém? Pres znac¢né usili o pedagogickou humanizaci $kolstvi ve Skolach
pretrvava pragmaticka a utilitarni priprava k uplatnéni na trhu prace. Slovy J. Habla skola
zustava spiSe ,,bytostné-funkcionalistickou®. I pres celou fadu vynikajici osobnosti uciteli,
jeZ zastavaji inovativni pristup, pojeti Skolni vyuky v literarni vychové je prevazné prebujelé
faktograficky a historiograficky. Na TF JU v ramci studijniho oboru pedagogika volného casu
tvori jednu ze specializaci literarni vychova ve volném case. V ramci neformalniho vzdélava-
ni prirozené navazuje na skolni literarni vychovu, ma komplementarni charakter. Zajmova
literarni vychova je komunikativné pojata, presunuje se od védomosti k dovednostem a za-
méfuje se na ctenarské, zazitkové a interpretativni pojeti vychovy v duchu vychovy cetbou
a vychovy ke ctenafstvi. Umoznuje pouzivat fadu netradicnich aktivizujicich metod spoje-
nych se hrou a zazitkem, reflektivnimi dialogy... a snazi se o navrat k pfirozenému vztahu ke
cteni, o obnovu lasky ke knize ke kniham a kultivaci vlastniho ctenarstvi. Jaké cesty jsou pro
vychovu cetbou a vychovu ke ctenarstvi nejvhodné;jsi?

Pokud jde o Vami zminénou nizkou uroven ¢tenarské gramotnosti, kterou tdajné dokladaji vy-
sledky nagich zékt ZS v mezindrodnich vyzkumech (a ktera, jak konstatujete, skute¢né je na prvni
pohled v rozporu s mnozstvim literarnich dél u nas nejen vydavanych, ale i kupovanych nebo
pujcovanych v knihovnach, s uspésnosti kazdoroc¢nich akci jako je knizni veletrh Svét knihy nebo
Festival spisovatelt), nedokazi posoudit, jak vérohodné tyto zavéry jsou a jak a na zakladé ¢eho je
ona gramotnost posuzovana. Jisté se na ni mize podepisovat $kolni literarni vychova, ktera, jak
poukazujete, je stale zaloZena na faktografii a historiografii a tim mladé potencialni ¢tenare muze
odrazovat. Ponévadz v mém profesnim zivoté chybi zkusenost z vyuky na 2. a 3. stupni $kol, tézko
mohu navrhnout néjaky pedagogicky postup, ktery by to napravil. Ale mozna by se dalo uplatnit
néco z vyuky na vysoké skole, zkusit jisty typ seminarni vyuky, kterd umoznuje rozpravu, debatu,
je mnohem osobnéjsi a vyucujicimu dava moznost probudit zajem studentt tfeba néjakou sou-
vislosti s jejich zivotni zkusSenosti, pfipadné se soucasnym dénim u nas a ve svété. Mize jim také
ukazat na konkrétnim textu, jak autor dosahuje uc¢innosti nékteré pasaze nebo celého dila uzitim
urcitych stavebnich postupti ¢i jazykovych prostredkd. Ale proti tomu bude urcité stat omezeny
pocet hodin urcenych stredoskolské jazykové a literarni vychoveé, ktery se opira o celospolecensky
odklon od humanitnich studii a zddraznovanou preferenci ,,uzitecnych* technickych a ekono-
mickych obort. Je pfitom dnes jiz prokazano, ze pravé vzdélanost a vychova v tzv. nepraktickych
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oblastech védéni vede i k vétsi efektivité onéch preferovanych obort pfi uplatnéni v praxi. O to
zasluznéjsi se mi jevi usili Teologické fakulty JU dat svym studentiim (potencidlnim budoucim
pedagogiim) moznost formovat svij vztah k literature nabidkou specialniho kursu literarni vy-
chovy ve volném case, ktery zminujete.

Pri avahach o literature jako prostfedku Skolni edukace a vychovy ve volném case jsem se ne-
ustale vracela k narativité a dvéma klicovym sloviim - pribéh a vypravéni. Vse je skryto v pri-
béhu, ucime se skrze pribéhy; vypravéni pribéhiu je piivodni a spolecnou podobou lidského
mysleni. Clovék sam sobé obvykle porozumi pravé v souradnicich ptibéhu. Dnes se bohuzel
malo vypravi nejen ve skoldch, ale i v rodinach. Jak nahliZite na pribéh a vypravéni?
Nepochybné jednu z dutlezitych cest k cetbé a literarnimu textu uvadite Vy sama. Je ji pribéh
a jeho vypravéni. Souhlasim s Vami, ze vypravéni se vytraci z naseho bézného zivota, neni na né
¢as ani nalada. A mozna schazi uz i pamét. Protoze ta je nyni v jakémsi sdileném opovrzeni. Pro¢
si néco pamatovat, kdyz staci jedno ¢i dvé kliknuti a néjaky elektronicky Déd Vsevéd vyplivne
udaj, ktery potfebuji. To je sice mozné (byt ne vzdy spolehlivé), jenze co mi urcité neposkytne, je
pribéh tfeba o tom, jak strycek na konci prvni svétové valky spolu se svymi druhy z boje, Cerstvy-
mi legionafi, putoval témér rok z ruské fronty pres Vladivostok a nékolik mofi a Italii domt do
vychodnich Cech za svou divkou. Ani jak ho v bieznovy podvecer pred prvnim dnem Hitlerem
oficialné vyhlasené okupace Ceskoslovenska piepadly v sidle ostravské stitni policie ozbrojené
némecké bojtivky a odvlekly ho mozna prvnim z pozdéjsich mnoha transportt do jednoho z kon-
centrdkl na izemi Rise, odkud se vratil po Sesti letech. A tehdy jsem ho jako malé dité poprvé
uvidéla: zubozenou lidskou trosku, které teta, jeho Zena, otevirala dvere naseho bytu. V drivéjsich
dobach vypravéni podobnych pribéhd, ukotvenych v realné historii rodu, ale také bachorek, po-
vér a povesti, kratilo lidem dlouhé zimni vecery, tfeba pfi drani pefi za svétla petrolejek, a stalo se
cennym materialem pro pozd¢jsi sbératele folklornich ,,poudacek® (to pokud ziistaneme v nasem
domacim svété). Ale uz davno pred tim a hodné daleko od nas vznikala vypravéni tisice a jedné
noci krasné Seherezady. A pribéhy zachycené v Bibli nebo v posvétnych knih4ch jinych nabozen-
stvi. O pastevcich, ktefi travili noci u svych stad a pozorovali hvézdnou oblohu. A nejjasnéjsim
hvézdam davali jména a vymysleli jim pribéhy. Napriklad o Spasiteli, ktery ma ptijit a jehoz zro-
zeni ohlasi zariva hvézda pohybujici se po obloze. A kdyz ji spatfili, vstali a vydali se k Betlému.
Tyto poklady oralni tradice oteviely jednu z cest k pozdéjsimu zrodu ,,umélého® vypravéni v psa-
né podobé - povidky a romanu. Ale byly zde jesté dalsi zdroje pozdéjsich literarnich texti, které
rovnéz nemély povahu naucné literatury, ale nevychdzely jenom z vypravéni: fikadla, pisné a tan-
ce, zalozené na melodii a rytmu, napodobé prirodnich cyklt i lidské prace, z nichz se zrodila poe-
zie. A ritudlni obrady, které uctivaly bozstva, vzyvaly jejich moc a pfinasely jim obéti: predchudci
dramatu. Je mozné, Ze i tato cesta k pramentim ma sviij potencidl, jak posilit pritazlivost , krasné®
literatury a jeji vahu ve formovani zejména mladych lidi.

Nez se staneme skute¢nymi Ctenafi, ptisobi na nas fada vnitinich i vnéjsich faktori. Za roz-
hodujici se povaZuje vliv rodinného prostredi, dale $koly, knihoven i pratel. Jaké byly klicové
momenty ve Vasem Zivoté, kdy jste se setkala s knihou, ktera Vas vyrazné oslovila?

Jak jsem se stala ¢tenarkou? Myslim, ze jesté dfiv, nez jsem se ji mohla stat, tedy v dobé, kdy jsem
je$té neuméla Cist, jsem si oblibila nikoli literaturu, ale knihy. Maminka nebo tatinek mi z nich
Cetli pfed usnutim a ja si je pak jesté prohlizela, protoze témér vzdy byly ilustrované. Litovala jsem
vrabce, ktery letél na sever, kdyz vSichni ostatni letéli na jih, a prozivala skutecné vnitfni drama
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s holcickou, ktera rozumeéla reci zvirat a ptaki a odmitala proto jist jejich maso. Ale pak onemoc-
néla a byla stale bledsi a bledsi a pan doktor fekl ji i rodi¢tim, Ze musi jist maso, aby zesilila, jinak
ze umre. A ona vidéla, jak se rodice trapi, a tak aspon kousek kazdy den snédla. A skute¢né se
zacala zotavovat, az se uzdravila a na obrazcich v knize ji hned zrazovély tvaricky. Jenze uz nikdy
neporozuméla zadnému ptaku ani zvifeti a ja to oplakala. A spole¢né s Karafidtovymi Broucky
jsem rozsvécela lucerni¢ky a ucpavala okna mechem, aby jim nebyla zima, az se vrati za chlad-
nych noci domu. Rodice knizky ukladali do vysoké cerné knihovny s prosklenymi dvefmi a ja se
na né chodila divat. Libily se mi jejich hibety — byla to vesmés prvorepublikova vydani s krasnymi
vazbami. Kdyz dvere nezamkli, mohla jsem si je otevfit a aspon na ty ve spodni polici si sahnout
nebo k nim pfic¢ichnout. Byly to ty nejtlustsi a nejtézsi, stalo tam tfeba vyrovnanych sedm svaz-
ki a vSechny mély krasnou vazbu z rezného platna a hibety ze svétle hnédé vonici kaze. Jak mi
tatinek pozdéji vysvétlil, byl to Priru¢ni slovnik jazyka ¢eského, spole¢né dilo nejvyznamnéjsich
Ceskych lexikograft a bohemistt 20. stoleti, pripravované jiz od roku 1911 a vydavané mezi lety
1935 a 1957. Vychazelo v seSitech, které si zajemci mohli postupné kupovat a na konci kazdého
dilu si je dat svazat. Tatinek patfil mezi subskribenty a ty nadherné vazby musely byt nakladné,
ale jemu za to jejich obsah stal.

Nenarodila jsem se do zamozné rodiny vzdélancti, oba moji rodice jiz v détstvi osifeli a jejich dalsi
osudy zavisely na vétsi ¢i mensi ochoté pribuznych jim dat moznost prezit. Byli zvykli na to, Ze se
musi o sebe postarat hlavné sami. A jejich starost kupodivu zahrnovala i usili o dosazeni vyssiho
vzdélani. Byli do zna¢né miry samouci a knihy se staly jejich hlavni oporou. Tato potfeba vzdélani
vychazela jisté nejen z jejich povahy, ale také byla nesena dobovym étosem, masarykovskym di-
razem na vzdélani jako zaklad uvédomélého a hrdého cesstvi. Kupovali knihy za pracné vydélané
a naSetfené penize a zejména pro tatinka se staly zivotni vasni. Mél $iroky okruh zajmua - slov-
niky jak jazykové tak encyklopedické, odborné lékarské publikace, matematika, fyzika, ptirodni
védy, ale i beletrie — ceska i prekladova. Maminku zajimalo nabozenstvi, esoterismus, memoary,
historické povésti, romany a povidky z ¢eského venkova, ale pochopitelné také moderni vareni,
zdravovéda. Takze kdyz jsem se naucila ¢ist a dostate¢né vyrostla, abych se podivala i do vyssich
pater knihovny, méla jsem hodné Siroky vybér. Dalsi knihy jsem pak dostavala jako darky k svat-
ku, narozeninam, Vanoctim. Nemyslim, Ze néjaka jedna konkrétni kniha rozhodla o mém vztahu
k Cetbé a literatufe. Naproti tomu je jisté, Ze cetné preklady francouzské beletrie z nasi domaci
knihovny mé privedly k zajmu o Francii, jeji kulturu a jazyk. To uz jsem byla na jedenactiletce,
kde se vsak z cizich jazyka vyucovala kromé rustiny pouze némcina. Zacala jsem se ucit sama ze
staré ucebnice, kterou jsem nasla doma v knihovné, a zacala uvazovat o moznosti studovat tento
jazyk a literaturu jim psanou na néjaké vysoké skole. Svéfila jsem se s tim profesorovi cestiny
a némciny, vzacnému clovéku, ktery bral svou ucitelskou profesi jako poslani. Ten mi poskytl
zékladni informace o prazské filozofické fakulté a poradil mi, abych si k francouzstiné vzala jesté
$panélstinu, ktera ma leps$i perspektivu co do pozdéjsiho uplatnéni. Podala jsem prihlasku, slozila
ptijimaci zkousku, byla pfijata. A zacala tak nova etapa mého Ctenafstvi: ze zaliby se stala soucast
ptipravy na budouci povolani.

Orientovat se dnes v soucasné knizni produkci znamena vypravit se viceméné na putovani blu-
distém. Vydavaji se stale nové a nové tituly; zda se, Ze je témér ,,pieknizkovano“ (napf. v oblasti
literatury pro déti a mladez se hovori o ro¢ni produkci témér 2 000 knih); pro mnohé ctenare se
kniha stava spotfebnim zbozim, které po precteni zahodi. Jaka je podle Vaseho nazoru budouc-
nost knih? Ovlivnila koronavirova epidemie Vas vztah ke kniham a ¢teni? Pouzivate c¢tecku?
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Jaka je budoucnost knih? Neodvazuji se udélat néjakou prognézu. Samoziejmé doufam, ze preziji.
Ale v dobg¢, jakou nyni pravé zazivame, kdy se béhem jednoho roku zménily tak radikalné zpuso-
by Zivota, o nichz jsme viibec nepochybovali, Ze by mohly nebyt, je tézké byt vizionafem. Nemys-
lim vsak, Ze by knihy byly vytlaceny elektronickymi médii. Protoze i ta jsou zranitelna a rozhodné
se proménuji v ¢ase nesrovnatelné rychleji nez tradi¢ni knihy. Na druhou stranu nema smysl je
odmitat. Jsou v mnoha ohledech pohotovéjsi a dokonce, pokud jde o vztah k literature, mohou
byt jejimi dobrymi propagatory. Ctecku, na kterou se mné ptite, nemam, v tom jsem asi prece jen
poplatna své generaci (s ¢imz souvisi i prosty fakt, ze se mi horsi zrak a sledovani elektronického
textu je pro mne unavnéjsi). Ale naopak tfeba takova vymozenost jako je audiokniha, mize byt
pravé pro seniory nebo lidi se zrakovym hendikepem doslova spasou. Navic nase audioknihy vy-
nikaji skvélou hereckou praci.

A zcela na zavér — k Vasi prvni otazce po smyslu literatury a vyznamu cetby. Je jasné, Ze mate na
mysli tzv. krasnou ¢i uméleckou literaturu. Podobné jako jina uméni ¢lovéka obohacuje. Rozviji
ty stranky jeho osobnosti, které v bézné zivotni praxi mohou zustavat opomijeny. Pfedstavivost,
schopnost vyjit ze svého tzkého Zivotniho obzoru a nahlédnout do jinych svéti. Nastoupit na
obéznou drahu jinych ,téles®, zasnout nad jejich jinakosti nebo pravé naopak: zjistovat, jak moc
jsme si podobni. Sdilenim osudi fiktivnich postav se posiluje nase schopnost empatie viici dru-
hym lidem a tolerance. Literarni dilo ptisobi na nase emoce a smysly, ale zaroven nas nuti premys-
let. Jeho cin je mozna celistvéjsi nez u jinych uméleckych dél. Je tfeba si uvédomit, Ze literatura
pracuje s velmi specifickym materidlem. Je utvarena jazykem, ktery — jesté nez se ho chopi umélec
- je uz nadan jistymi vyznamy. Pouzivame jej v bézné komunikaci i pro nejriznéjsi typy texta
administrativnich, odbornych, navodnych. Spisovatel musi tento obecné uzivany material zasad-
nim zpisobem proménit. Zretelnéjsi to je jisté v poezii, kde je zdiraznéna spriznénost s hudbou
- rytmus, melodie, harmonie, tempo, souzvuk. Literarni text ma s hudbou spolecné i to, Ze se
déje v Case, a tak ho také musime ptijimat: v casovém sledu, slovo za slovem jako tén za ténem.
Naproti tomu tfeba vytvarna dila vnimame v jakémsi narazu simultaneity. Aby spisovatel dosahl
slovy podobného tcinu, musi provést celou radu jazykovych tkont. My si je pfi cetbé, pokud
nejsme odborné pripraveni, neuvédomujeme, ale to neznamena, ze na nas nepusobi. V kazdém
ptipadé rozvijime své analytické i syntetiza¢ni schopnosti a zaroven si osvojujeme jiné moznosti
uziti jazyka. Cist je radost. Nebo spis: miize byt. Zalezi na nas.

Pani docentko, dovolte, abych Vam na zavér podékovala za rozhovor, za Vase moudra a upfim-
na slova a poprala Vam vse dobré, predevsim pevné zdravi a spoustu Zivotnich sil. Dékuji
Vam.

Helena Zbudilova
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Studie Tématickeé

Volnocasova dimenze literarni vychovy v 21. stoleti
Helena Zbudilova

Abstrakt:

Text se zamysli nad soudobou pretechnizovanou spolec¢nosti a naznacuje jednu z moznych
cest oslabeni nadvlady techniky nad bytim, a to navratem k tisténému slovu a kritickému my-
Sleni. Popisuje soucasny stav Skolni literarni edukace. Cilem pfispévku je poukazat na speci-
fika literarni vychovy ve volném c¢ase a na moznosti jejiho vyuziti, nebot jeji potencial neni
v soucasnosti plné vyuzivan. Literarni vychova ve volném case se mlze intenzivné zamérovat
predevsim na rozvoj ¢tenafstvi, funkéné doplnovat skolni literarni vychovu a pfispivat tak ke
komplexnimu rozvoji osobnosti. Zaroven mlze byt chapana jako jedna z cest celozivotniho
vzdélavani.

Klicova slova: skolni literarni vychova, literarni vychova ve volném case, specifika, Ctendfstvi,
celozivotni vzdélavani

Ctéte proto, abyste opravdu Zili.
G. Flaubert

Uvod

Soucasna rychle se ménici spolecnost 3. tisicileti pfinasi celou fadu modernich vymozenosti, kte-
ré se dotykaji vSech oblasti lidského Zivota — studia, prace i volnocasového vyziti. Tim jsou na
jedince kladeny zvysené naroky. Musi se naucit dobfe orientovat v tomto pretechnizovaném svété
a naplnit v soucasné spolecnosti svoji zivotni roli. Pfinasi dnesni svét technickych vymozenosti
pro lidsky zivot spise vyhody? Slovy E. Fromma je svét v 21. stoleti ,védeckotechnicky presycen’,
na strané druhé vsak neni zaroven dostatecné ,lidsky vyzivovan“' Jsme svédky toho, ze se lid-
ské vztahy odosobnuji, odcizuji a silné individualizuji. Clovék je zahlcovan vécmi, materidlnem
a konzumem. Je vystavovan chaosu moznych vykladd, ¢eli medidlnim manipulacim. Jeho Zivot
je tlacen do schématu prace, uzivani a spotfebovavani. A co se tyce vzdélavani, neni jednoznacné
prokazano, Ze by moderni informacni technika zlep$ovala vysledky vyuky ve $kolach. Prizkumy
ukazuji, Ze jeji nadmérné pouzivani vede k povrchnimu mysleni zaka, rozptyluje jejich pozor-
nost, zvySuje agresivitu, pfindsi ¢asto pocity osamélosti, deprese. Mtize byt dokonce i pfi¢inou
$patnych skolnich vykont zakt a mtze snizovat celkové Sance na jejich vzdélani. Na fadu nega-
tivnich dopadt upozornuje napt. M. Spitzer v publikaci Digitdlni demence ¢i M. Wolfova v knize

1 Erich FROMM, Mit, & byt?, Praha: Aurora, 2014, s. 13.
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Ctendfi, vrat se. Mozek a cteni v digitdlnim svété.? V. Cilek vyjadiil své obavy jiz v roce 2016 témito
slovy: ,,prichazejici generace budou v fadé aspektii patfit mezi nejhloupéjsi a nejméné pripravené
generace poslednich staleti, protoze je prace s pocitaci obrala o dlouhodobé strategické planovani
a zku$enost prirozeného svéta“’ Jak lze Celit tomuto tlaku v digitalizovaném svété obrazové do-
minance, stale vice zrychlujicim své tempo a gradaci miry abstrakce? Jednou z cest, jak narusit
nastolenou nadvladu techniky nad bytim, je cileny navrat ke slovu v podobé tisténych literarnich
textl, navrat k literatute jako k impulzu ke kritickému, tvofivému a angazovanému mysleni - a to
nejen ve $kolnim prostredi. V 21. stoleti se v tomto smyslu otevira Siroké pole piisobnosti pro
oblast pedagogiky volného casu.

Literarni edukace ve skolach

Literarni vychova, spadajici do oblasti estetické vychovy, je povazovana za jednu z historicky nej-
starsich oblasti vychovy a vzdélavani viibec. V urcitych etapach (napf. v antice ¢i za renesance)
dokonce platila za oblast nejdtilezitéjsi.* Prinalezi k expresivnim predmétim a je nejcastéji spo-
jovana pravé se $kolni edukaci. Béhem poslednich desetileti prosla literarni vychova znacnym
vyvojem. Moderni doba spojena s rychlym pokrokem v oblasti elektronickych médii a s mensim
zajmem o knihy vede ucitele k ivaham, jakym smérem se ma vyuka predmétu ubirat po stran-
ce obsahové i metodické. Soucasné pojeti literarni vychovy vychazi z ramcovych vzdélavacich
programu (RVP PV - Rdmcovy vzdélavaci program pro predskolni vzdélavani, RVP ZV - Ram-
covy vzdélavaci program pro zédkladni vzdélavani a RVP GV - Rdmcovy vzdélavaci program pro
stfedni vzdélavani). V téchto programech jsou stanoveny zakladni podoby literarni vychovys; jeji
cile, o¢ekdvané vystupy a doporucené ucivo pro jednotlivé etapy vzdélavani. Ocekavané vystu-
py kurikularnich dokumentt vsak pracuji nedostate¢né zejména s afektivni slozkou literarnévy-
chovného procesu a uprednostiuji slozku naukovou a ¢innostni. Ze strany odborné verejnosti
zaznivaji varovné hlasy. V ramci Skolnich expresivnich predmétii je postaveni literarni vychovy
spiSe margindlni. Hlavni nedostatek soucasné literarni vychovy je spatfovan v nedostate¢né mire
aplikace principu tvotivosti.’ Dalsi problém predstavuje nedostate¢né ¢asovéa dotace vyuky. Zaci
tak nemaji béhem vyuky dostatecny prostor k tomu, aby mohli zazit radost z cetby a z vlastni
spontanni tvorby. Nizka ¢asova dotace neumoznuje ucitelim vyuzivat mezipfedmétové vztahy
v potfebné a ocekavané mire. Nedostava se jim ani dostatecného c¢asu pro fadnou reflexi cetby
literarnich textd.

Hlavni problém vyuky literarni vychovy spatifujeme v prevaze faktografické slozky predmétu
a v dominantnim pouzivéni frontéln{ vyuky. Castym pfizna¢nym rysem soucasné vyuky se stdva
kratka cetba ukazek ¢i pouhé mechanické precteni delsich ukazek. Tento stav pretrvava ve $kolni
praxi od samého pocatku a stava se opakované predmétem diskuzi.® Na druhou stranu se bez

2 Manfred SPITZER, Digitdlni demence. Jak pfipravujeme sami sebe a nase déti o rozum, Brno: Host, 2014, 288 s.; Maryanne WOLFOVA,
Ctendti vrat se. Mozek a cteni v digitdlnim svété, Brno: Host, 2020, 264 s.

3 Vaclav CILEK, Co se déje se svétem?, Praha: Dokotan, 2016, s. 87.

4  Michal SERAK, Zdjmové vzdéldvani dospélych, Praha: UK, Filozoficka fakulta, 2005, s. 144.

5  Srov. napt. Jan SLAVIK, Od vyrazu k dialogu ve vychové: artefiletika, Praha: Karolinum, 1997, s. 156; Ondfej HNIK, Didaktika literatury:
vyzvy oboru. Od textii umélecké povahy k didaktice esteticko-vychovného oboru, Praha: Karolinum, 2014, s. 29-30.

6  Srov. napt. Jiff POLACEK, Véc: vyuka literatury, Cesk)ﬁ jazyk a literatura 67/2016-2017, s. 187-189; Ondrej HNIK, K problému kvantity
poznatkt v literarni vychové, C‘esk)? jazyk a literatura 67/2016-2017, s. 83-87; Otokar CHALOUPKA, Prostor mezi literarni faktografii
a literdrni zazitkovosti, Cesk)? jazyk a literatura 64/2013-2014, s. 135-141; Ondrej HNIK, Soucasna podoba literdrni vychovy podle
vypovédi studenttt, Cesky jazyk a literatura 61/2010-2011, s. 39; Karel LIPPMANN, Vyuka literatury v sou¢asném pojeti modernizace
vzdélani, Cesk)ﬁ jazyk a literatura 58/2007-2008, s. 75-79; Dobrava MOLDANOVA, Vime, pro¢ udit literaturu?, Cesk)ﬁ jazyk a literatura
56/2005-2006, s. 53-55; Jana BARTUNKOVA - BoZena PLANSKA - Alena ZACHOVA, Literdrni vychova mezi ,,dojmologii®
a faktografii, Obecnd/obcanskd skola 5/1995, s. 7-8.
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literarnéhistorického a literarnéteoretického kontextu ve vyuce literatury neobejdeme. Bez nich
zak nemuze literarni dilo ani pochopit, natoz interpretovat. Jde o to, najit spravnou miru zapojeni
naukové slozky a vénovat se dostate¢né také vlastni vychové ke ¢tenarstvi. Soucasti je formovani
hodnot a postojti, rozvoj prozitki v estetické roviné a tvirci ¢innosti (resp. aktivni a produktivni
¢innosti). V soucasné didaktice literarni vychovy se ¢asto hovori o komunikacné pojaté literarni
vychové, jez je zaloZena na interpretaci uméleckého textu, resp. na dialogu. Toto inovativni pojeti
v konfrontaci s klasickym analyzuje ve svych pracich napt. O. Hnik. Zminuje soucasnou dicho-
tomii tzv. tradi¢niho versus inovativniho (interpretac¢niho, expresivniho, zazitkového, tvotivého)
pojeti literarni vychovy.’”

Existuje fada inspirativnich koncepci tohoto inovativniho pojeti. L. Lederbuchova pouziva pro
svou interpretacni aktivitu oznaceni ,,didakticka interpretace™® Jeji podnét vychazi z konkrétni
vyukové situace a soustfeduje se na primou komunikaci zaka s literarnim textem. Pfi tomto pro-
cesu, kdy se prenaseji estetické literarni informace mezi autorem a prijemcem textu, se setkavaji
vyznamové moznosti textu s interpretacnimi moznostmi zaka. Pfi interpretacni praci s textem je
podle autorky vhodné zarazovat také aktivity souvisejici s tvofivou ¢innosti (doplnovani textu,
preformulovani textu, tviréi psani) nebo propojovat text s dalsimi esteticko-vychovnymi me-
todami (napf. dramatizaci, ilustraci, zhudebnénim). J. Kusa zdtraznuje skutecnost, ze pfi vyuce
literarni vychovy bychom méli ,,uvedené pristupy k praci s uméleckym textem kombinovat, nebot
jediné tak dosahneme hlavnich cilt literarni vychovy: péstovani pozitivniho vztahu k literatu-
fe a ke kulturnim hodnotdm, utvafeni motivace k dalsi cetbé, rozvoje komunikac¢nich a argu-
mentacnich schopnosti, zprostfedkovani estetického prozitku, formovani osobnosti zaka, jeho
postoju a hodnotovych orientaci a v neposledni fadé také naplnéni kognitivnich cila“’ Autorka
zminuje vytvoreni produktivniho komunikacniho literarniho vyucovani. B. Planska upozorno-
vala jiz od 90. let na skutecnost, Ze na literarni vychovu ve skolach je stale vykonavan unifika¢ni
tlak, ktery se snazi literarni vychovu vtésnat do naukového typu prirodovédnych disciplin s jejich
relativné jednoduchou kontrolni a klasifikacni vazbou, coz s sebou nese neadekvatni diiraz na
biograficko-historickou slozku pfedmétu a odtrzeni literarni vychovy od jazyka.'® Ucitelé zaklad-
nich a stfednich skol povazuji za nejvétsi prekazku rozvoje Ctenarské gramotnosti nedostate¢ny
zéjem zakl o vzdélavani; dale nedostatek casu ve vyuce; predimenzovanost ramcovych i $kolnich
vzdélavacich programi; nedostatecnou slovni zasobu zakl zapri¢inénou nedostate¢nym ¢tenim
a nadmérnym uzivanim elektronické komunikace (SMS, maily ¢i socidlni sité)."!

Literarni vychova a ¢tenarstvi

Dlouhodoby trend nezajmu ceskych zaki zakladnich a stfednich $kol o ¢teni v poslednich le-
tech znovu potvrdilo Setfeni Ceské $kolni inspekce, které se ve $kolnim roce 2017/18 zaméti-
lo na posouzeni podminek a pribéhu ¢tenarské gramotnosti na 2. stupni zakladnich $kol a na
stfednich Skolach a na dosazenou uroven ctenafské gramotnosti u zaki 9. ro¢niku zédkladnich
Skol a 2. ro¢niku $kol stfednich (véetné odpovidajicich ro¢nikii viceletych gymnézif). Setien{ se
zucastnilo 4 758 zakl z 9. ro¢niku a 436 uditelt ze 163 zdkladnich $kol; 8 568 zaka z 2. ro¢niku

HNIK, K problému kvantity..., s. 85.
Ladislava LEDERBUCHOVA, Literatura ve $kole, Plzeti: ZCU, 2010.
Jana KUSA, Multikulturni vychova v procesu literdrni komunikace, Olomouc: UPOL, Pedagogicka fakulta, 2014, s. 34.
0 Srov. Bozena PLANSKA, Nékolik pozndmek ke vzéjemné inspiraci literdrni védy a literdrni vychovy, in: Svétovd literdrnévédnd
bohemistika (2. dil). Uvahy a studie v Ceské literatute, Praha: Ustav pro &eskou literaturu, AV CR, 1996, s. 445-446.
11 Lukd§ DOUBRAVA, Z4kiim se stile nechce &ist. Jen zmény ve vyuce Ceského jazyka a literatury to véak nevytesi, Utitelské noviny
10/2019, s. 16.
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a 422 ucitelti ze 151 stiednich $kol. Z tematické zpravy Rozvoj ctendrské gramotnosti na zdkladnich
a strednich skoldch ve skolnim roce 2017/2018 vyplyva, ze ,,pretrvava spiSe negativni vztah starsich
skolaki ke cteni a troven nékterych dtlezitych dovednosti, jakymi jsou napt. kritické uvazovani
nad informacemi v textu a mira jejich zobecnovani, je nedostacujici. Celkové vysledky byly u za-
kladnich i stfednich skol znovu pod ocekavanou trovni“'? Vyzkum vztahu zaki k vyuce ¢eského
jazyka a literatury ukazal, ze dvé pétiny zaku se na vyuku tési, naopak dvé pétiny povazuji vyuku
za nudnou (pfedmét vice bavi stredoskolaky). Dale se potvrdilo, Ze moznost vyuzivat v hodinach
nejriznéjsi postupy, metody a nastroje vedouci k zatraktivnéni vyuky neni dostate¢né vyuzivana.
Inspektofi zjistili, ze vice nez ve ¢tvrtiné navstivenych hodin ceského jazyka a literatury nebyly
nijak formulovany ctenafské cile vyuky. Jednim z hlavnich navrhti feseni na zlepSeni urovné Cte-
narské gramotnosti, 0 némz se dlouhodobé uvazuje, jsou zmény v obsahu predmétu cesky jazyk
a literatura (resp. zmény, které by se tykaly kurikula literatury, nikoliv jazyka-gramatiky). V oblas-
ti Ctenafstvi se doporucuje pri vyuce volit atraktivni literarni dila, vybirat z pestré nabidky knih,
nebat se zprvu doporucovat jednodussi literaturu, kterd zdky zaujme. Zaci mohou posléze sami
objevit krasu umélecké hodnotné literatury. Je treba také vychazet z poznatku, ze na zakladnich
s$kolach se klade diiraz hlavné na gramatiku, zatimco na stfednich $koldch na literaturu. V obou
ptipadech je to na ukor vyuky komunika¢nich dovednosti, véetné ¢tenarstvi.’> Zminéna tema-
ticka zprava se také zabyvala tim, jaké materidlni zazemi pro rozvoj ¢tenafské gramotnosti maji
skoly k dispozici - tyka se to hlavné skolnich knihoven a ¢tenarskych koutkd. S dobfe fungujici
knihovnou se inspektofi setkali jen na tfech pétinach skol. Mezi nedostatky dale patfi neodpovi-
dajici nabidka titulti nebo omezeny pfistup ke kniham."* Vyzkumy c¢tenarské gramotnosti PISA
(v¢etné posledniho Setfeni z roku 2018) opakované potvrzuji, Ze ,,¢esti zaci se pohybuji mirné pod
pramérem zemi OECD® " Déla jim vétsi problém porozumét samotnému textu nez soubor textt
zpracovat (napft. riizné clanky na stejné téma nebo diskusni férum s prispévky riznych uzivatela).
Odborna verejnost shodné vyzyva ke vclenéni literarni vychovy mezi fundamenty souc¢asného
vzdélavani. Cteni a Etenafstvi se stavaji potiebnymi predpoklady tspésného profesniho, spolecen-
ského i osobniho zivota. Literarni vychova pfedstavuje multidimenzionalni oblast, ktera presahu-
je do mnoha dal$ich edukac¢nich oblasti. J. Kusa zdaraznuje, ze literarni vychova realizovana ve
$kolnim prostredi je ,,jedinym systematickym a dlouhodobym edukac¢nim ptisobenim literarniho
charakteru, ktery pfipravuje zaky na zivot v kulturnim a spolecenském kontextu®'® Vyvojové ten-
dence soucasné doby ukazuji, Ze literarni vychovu je tieba propojovat s dal$imi obory formativni-
ho charakteru, predevs$im s vychovou etickou, osobnostni a socialni, multikulturni a s vychovou
medidlni.

Literarni vychova ve volném case

Literarni vychova zahrnuje vychovu k literatufe, vychovu literaturou a také vychovu ke ¢tenarstvi.
Zasadnimi prvky socializace ¢tendfre jsou rodina, $kola a knihovna. Doklada to napt. i posledni
vyzkum J. Travnicka z roku 2018. Tyto tfi zakladni socializa¢ni prvky lze podle naseho nazoru
doplnit ¢tvrtym pilifem, ktery bude spocivat ve vyuzivani moznosti literarni vychovy ve volném

12 CSI, Rozvoj ctendfské gramotnosti na zdkladnich a stiednich Skoldch ve skolnim roce 2017/2018. Tematickd zprdva, Praha: CSI, 4nor 2019,
s. 3-5.

13 DOUBRAVA, Z4ktim se stale nechce &ist..., s. 19.

14 © CSI, Tematicka zprava. Rozvoj ¢tenafské gramotnosti (on-line), dostupné na: https://www.csicr.cz/cz/ Aktuality/
Tematicka-zprava-Rozvoj-ctenarske-gramotnosti-na-Z, citovano dne 15. 7. 2019.

15 Radek BLAZEK - Silvie PRIHODOVA, Mezindrodni Setfeni PISA 2015. Ndrodni zprdva, Praha: CSI, 2016, s. 29.

16 KUSA, Multikulturni vychova..., s. 31.
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¢ase. Pokud literarni vychovu nahlizime volnocasovym prizmatem, pak ji chapeme predevsim
jako vychovu ke ¢tenafstvi, vychovu k literature a vychovu literaturou. Sehrava dilezitou roli pre-
devsim v ramci zdjmového vzdélavani. Ctendistvi hraje nezanedbatelnou roli v kontextu celkové
struktury volnocasovych aktivit déti a dospivajicich (a to nejen u této vékové kategorie).

Ve vychové ve volném case nalézaji odezvu pedagogické interpretace humanismu, zejména orien-
tace na svobodu volby pfi naplnovani volného casu, oteviené moznosti seberealizace, podpora
rozvoje individuality, tolerance, tvorivosti, orientace na zazitkovou pedagogiku a animativni kon-
cepce vychovy."” Jde o dobrovolnou, zajmovou ¢innost, jejizZ vyznam spociva ve svobodé a radostné
spontannosti, kterou pfi ni ucastnik proziva. Ukazuje se, ze pedagogika volného ¢asu predstavuje
vhodny nastroj pro rist toho, co je v clovéku nejlidstéjsi. Jejim cilem je objevit hodnotu ¢lovéka.
U déti a mladeze jde o doprovazeni v dynamickém ristu, béhem néhoz se jedinec formuje v mife
lidské osoby, v mife dotvoreného lidstvi. J. A. Komensky se v ¢asti dila Vseobecnd porada o ndpra-
vé véci lidskych nazvané Pampaedia (Vsevychova) zabyva tim, jak ucinit ¢lovéka skute¢né lidskym,
a podava v tomto smyslu prvni systematickou teorii vychovy, ktera se neomezuje jen na $kolni
vyuku. Zaroven hlasa tzv. celozivotni vzdélavani.’® Vedle konceptu vzajemného sdileni spolecen-
stvi druhych se v pedagogice volného ¢asu uplatnuje princip individuace, na jehoz zakladé se darti
jedince vytrhnout z funkcionalistické masy a dat mu pocitit jedine¢nou hodnotu. Pedagog volné-
ho casu vychazi z nerelativizovatelné hodnoty svého svérence, ve které se snazi ,,najit ten skryty
bod, ptistupny dobru® (G. Bosco)." Jde o doprovazeni oprosténé od garance moci stezkami toho,
co jedincim nedala $kola tak tplné, nebo viibec. Ve volnocasovych a mimoskolnich aktivitach
jde o vyvolani pozitivniho transferu ucastnika od ,,nechci, nemusim® na rovinu ,,nemusim, ale
chci“? Tyto aktivity jsou odpovédi na odezvu lidské prirozenosti, ktera se hlasi ke slovu v touze
po zku$enostnim poznani. Podle V1. Spousty je nade vs$i pochybnost, ze pravé volny ¢as vytvari
nejprihodnéjsi , klimatické podminky“ pro recepci uméni.”’ Uméni ma schopnost inovovat vztah
¢lovéka ke skutecnosti, a ma proto i velkou moc pretvareci a vychovnou. Vedle bazalni funkce (tj.
napf. hodnotové, estetické, informativni, komunikativni) napliiuje uméni funkci formativni (tj.
napf. pedagogickou, humanizaéni), terapeutickou a rekreacni.?

Vychodiskem pro pedagogiku volného casu v 21. stoleti je chapani lidského svéta jako hodnoto-
vého a smysluplného a probuzeni lidského potencialu pro schopnost ,,otevienosti lidského obzo-
ru“® Tvari v tvar postmoderni situaci spociva $ance vychovy a vzdélavani v odhalovani moznosti
feci a skrze umélecké texty rtiznych zanri a dob v odkryvani smyslu byti. Esteticka zkusenost je
slovy P. Ricoeura ,,ohen, jenz roznécuje“** Ctenar si svym aktivnim pristupem (estetickym hod-
nocenim) osvojuje smysl uméleckého sdéleni.

Literarni vychova jako obor nové konstituovany v ramci pedagogiky volného casu predstavu-
je profilaci literarni vychovy zaméfenim zejména na vychovnou dimenzi tohoto predmétu. Ve
volném case dosud systematicky v roviné teoretické rozvijena nebyla. Jedna se o komunikativné

17 Tamtéz,s. 18.

18 Jan PATOCKA, K filosofii J. A. Komenského, in: Komeniologické studie II., Praha: OIKOYMENH, 1998, s. 207.

19  Andrej RAJSKY, Symptémy hodnotového vyprazdnenia a ohniskd moznych vychovnych odpovedi, in: Mlddez a hodnoty 2010, Olomouc:
UPOL, Hanex, 2010, s. 181.

20 Igor LOMNICKY - Stefénia KUZMOVA, Tvorivé aplikdcie etickej vychovy v mimoskolskej cinnosti, Nitra: FF Univerzity Konstantina
Filozofa v Nitre, 2016, s. 7.

21 Vladimir SPOUSTA, Metody a formy vychovy ve volném case, Brno: MUNI, Pedagogicka fakulta, 1996, s. 36.

22 Tamtéz,s. 31.

23 Jana PESKOVA, »Technologie“ otevirdni lidského obzoru na prahu tfetiho tisicileti, in: Dité, vyichova a kulturni promény svéta, Praha:
UK, Pedagogicka fakulta, 1995, s. 35.

24 Paul RICOEUR, Cas a vyprdveéni III, Praha: OIKOYMENH, 2007, s. 240.

25 Ale§ HAMAN, K obsahové analyze uméleckého literdrniho dila, Ceskd literatura 38/1990, s. 100.
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pojatou literarni vychovu, ve které komunikacni pojeti presouva tézisté vyraznéji od védomosti
k dovednostem. Cilem této vychovy zistava stejné jako u skolniho pfedmétu vychova literaturou
a vychova k literature. Specifikem je v$ak jeji jednoznacné ctenarské, zazitkové a interpretativni
pojeti zaméfené na formovani hodnot osobnich. V centru nestoji zak/tucastnik a jeho osvojovani
poznatki, ale zak/ucastnik a napliiovani jeho osobnich potieb - citovych, estetickych, etickych,
relaxa¢nich, socioaktivnich. Jde o pozitivni pisobeni na estetickou, emociondlni a etickou stran-
ku zakovy/ucastnikovy osobnosti, o formovani jeho hodnotovych orientaci, postojti a osobniho
vkusu. Nejde tedy jen o orientaci v hodnotach literarnich, ale primarné o orientaci v hodnotach
zivotnich. Tato literarni vychova ma podobu vychovy cetbou a vychovy ke ctenafstvi. Jeji vy-
znam spociva v motivaci, podpore a kultivaci Cetby, v rozvoji ¢tenafskych kompetenci. Vztahuje
se jednozna¢né k humanistickému pojeti vychovy a subjektu zaka, k vychové k lidskosti. Pojeti
pfedmétu odpovida intencim humanizace skoly v duchu Komenského dilny lidskosti. Smétuje ke
statusu skutecné umélecké vychovy, nebot v procesu literarni komunikace pracuje s textem jako
s uménim, ne jako s u¢ivem. Zakladni zasadou je ctenarsky a interpretativni pfistup. Vychodis-
kem interpretace se stava vzdy ¢tenarsky zazitek. V pripadé volnocasovych skolnich a mimoskol-
nich ¢innosti nemusi tematicka napln korespondovat s obsahem vzdélavani skolniho predmétu
Cesky jazyk a literatura. Volba textu musi v§ak byt pfimérena prislusné vékové kategorii. Tituly
a témata lze v pedagogice volného Casu vybirat na zdkladé aktualnich potfeb rtiznych cilovych
kategorii ucastnikd (véetné formy celozivotniho vzdélavani). Pedagog volného casu by se mél
stat skutecnym privodcem cetbou a skrze empatické spolubyti téz radcem pfi feSeni moznych
osobnich problémi a zvladani naro¢néjsich zivotnich situaci svych svéfenci. Mize se vénovat
aktualnim témattim zachycovanym v literarnich dilech (mnohdy kontroverznim), jez se v litera-
tufe objevuji od 90. let minulého stoleti (napf. téma smrti a umirani, sikany, dysfunkéni rodiny,
zivota s handicapem) a miize volit fadu aktivit tradi¢nich (nejcastéji se jedna o ctenarské krouzky
¢i kluby a dilny ¢teni) i méné tradi¢nich, napf. vyuzivat mnohé inovativni moderni aktivizacni
metody, zamérit se na oblibené zanry ¢tenart (komiks, fantasy, detektivka aj.) a respektovat zajem
¢tenart o konkrétni tituly.

Z hlediska vyukovych metod a forem prace doporucujeme pro volnocasové aktivity vyuzivat
vzdy jejich kombinaci. Pedagogové (véetné pedagogi volného casu) a vychovatelé by méli byt
vybaveni odbornymi znalostmi a kompetencemi v dané oblasti, aby byli schopni nabizet svym
svéfencim pestré metody spadajici do aktivniho zptisobu vyucovani a vedeni kurza a krouzka.
Bohuzel se v dnes$ni dobé nesetkavame s dostate¢nou nabidkou kurzt dalsiho vzdélavani pedago-
gickych pracovnikd, jez by tyto odborné kompetence posilovaly. Dle naseho nazoru je véak dobra
metodicka zakladna vychazejici ze znalosti teorie pro nasledné ovéfeni v praxi naprosto klicova.
V dnesni dobé mtzeme déti a mladez zaujmout pravé skrze zabavné a dostatecné pestré aktivity
viestranného rozvoje. Vysledky $etfeni CSI v poslednich letech opakované poukazuji napt. na
nedostate¢né vyuzivani prace ve skupinach. Zavéry z inspekénich zprav se pro pedagogy mohou
stat vyznamnou inspiraci pfi volbé adekvatnich aktivit i ve volnocasové literarni vychové. Literar-
ni vychova ve volném case se vyznacuje specifickymi rysy (viz vySe zminovana specifika), které
je potreba ve vlastni praxi zohlednovat. Napt. skute¢nost, ze pedagogové volného casu nejsou
svazovani doporucenou cetbou, mohou své aktivity realizovat volnéji i mimo $kolni prostredi
¢i vyuzivat rtizné aktivizacni inovativni metody bez diktatu omezené casové dotace, predstavuje
nesporné vyhody oproti $kolni vyuce.

Pro literarnévychovnou ¢innost ve volném case je vhodné volit rizné brainstormingové metody
(napt. klasicky brainstorming, listeckovou metodu, diamant, diskusni pavucinu, metodu 635);
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dramatiza¢ni metody (napt. act and speak, bodysculpting, dramatizaci textu, hru v roli, inscenac-
ni metody); komunika¢ni metody (ano/ne, horké kieslo, komunika¢ni kruh, obfi papir, rozhovor,
sokratovskou metodu, storytelling apod.); metody prace s textem (Ctenarské dopisy, Cteni s otaz-
kami, doplnovani, dvojity denik, .N.S.E.R.T. znacky, klicova slova, parové ¢teni, podvojny denik,
skladani textu, pyramidu, fizené poznamky, fizené Cteni, ¢teni s predvidanim, spolecné ctent,
SQA4R, studijni priavodce, svét v mé hlavé, zprehazené véty, pojmovou mapu, pribéhovou mapu);
metody tvirciho psani (5W, hamburger, metodu RAFT, modelované psani, mapu pribéhu, do-
konceni ukazky, pribéhy k obrazkim, tady a ted, pyramidovy pfibéh, roli na zdi, spole¢né psani,
fizené psani, volné psani); dale rtizné rébusy (kfizovky a osmismérky, presmycky a doplinovacky)
¢i soutéze.” Co se tyce forem prace, doporucujeme jak praci individualni, tak praci ve dvojicich,
skupinovou véetné tymové. Vhodné je téz zatazeni projektové vyukové metody ¢i metod zazitko-
vé (prozitkové) pedagogiky. Ve vyctu metod jsme se dosud nezminili o programu RWCT (Rea-
ding and Writing for Critical Thinking): Ctenim a psanim ke kritickému mysleni. U nas je zndm
pod nazvem Kritické mysleni. Program vznikl v roce 1997 na ptidé amerického Konsorcia pro
demokratické vzdélavani a diky podpote nadace Open Society Fund se rozsiiil i do Evropy. V CR
byl spustén v roce 2000. Obcanské sdruzeni Kritické mysleni je organizace, ktera je licencovanym
nositelem autorskych prav k tomuto programu v CR. Program rozviji kognitivni dovednosti zaki,
je pouzitelny od zékladnich $kol az po $koly vysoké. Cilem programu je rozvoj mysleni vyssiho
radu, ale i dovednosti potifebnych k feseni problémi, efektivni komunikaci, metakognitivni refle-
xi a hodnoceni vlastniho myslenkového postupu.” Podporuje vyucovaci metody, které pomahaji
zakam byt pfi uceni aktivni, myslet kriticky a tvofivé a pracovat kooperativné. Program RWCT
predklada trifazovy model uceni, ktery lze aplikovat na jakékoli u¢ivo. Model nazvany E-U-R
zahrnuje fazi evokace (rozpomindani a vybavovani drivéjsich zku$enosti), uvédomeéni si vyzna-
mu informaci (konstruovani vlastniho poznani na zakladé napt. studia ucebnich textd) a reflexe
(re-konstrukee a prestrukturovani ptivodniho prekonceptu, tj. evokace, na zakladé jeho konfron-
tace s védeckym konceptem - uvédomeéni si vyznamu informaci). Vznika tak novy individualni
koncept.?® Kriticky myslet znamena podle propagatort kritického mysleni: ,,uchopit myslenku
a disledné ji prozkoumat, podrobit ji nezaujatému skepticismu, porovnat s opacnymi nazory
a s tim, co jiz o tématu vime, a na tomto zakladé zaujmout urcité stanovisko“* Postupy a meto-
dy kritického mysleni znamenaji pro zaka i ucitele byt zvédavy, nebat se klast otazky, volit riz-
né postupy ke zjistovani informaci, soustavné hledat odpovédi, pochybovat, byt schopen dospét
k vlastnimu rozhodnuti. Program zahrnuje také schopnost diskutovat, argumentovat, zvazovat
cizi argumenty, umét naslouchat a respektovat nazory ostatnich apod.” Do metod RWCT radime
brainstormingové metody, myslenkové mapy, mnohé metody prace s textem, metody zamérené
na kooperativni uceni atd.

Literarni vychova ve volném case jako funk¢ni doplnék Skolni edukace

Potencial literarni vychovy ve volném case neni v soucasnosti plné vyuzivan. Porovname-li realitu

26 Doporucujeme: Robert CAPEK, Moderni didaktika. Lexikon vyukovych a hodnoticich metod, Praha: Grada, 2015.

27 Srov. © Zuzana MAJSTROVA, O moznostech rozvijeni mysleni, in: Ucitelsky NAPADnik (on-line), dostupné na: <http://clanky.rvp.cz/
clanek/0/z/10347/0-MOZNOSTECH-ROZVIJENI-MYSLENI>, citovano dne 1. 8. 2019.

28 Srov. © Lucie ZORMANOVA, Vyukové metody v pedagogice: Tiifdzovy model ueni (on-line), dostupné na: <http://clanky.rvp.cz/
clanek/c/Z/16247/vyukove-metody-v-pedagogice-trifazovy-model-ucenihtml>, citovano dne 2. 4. 2019.

29 Kurtis S. MEREDITH et al., Ctenim a psanim ke kritickému mysleni. Pfirucka 1-8, Praha: Kritické mysleni, o. s., 1997, s. 3.

30 Jana Marie TUSKOVA, Postupy a metody kritického mysleni — prostfedek rozvoje ¢tendiské gramotnosti v hodindch &eského jazyka na
2. stupni zdkladni $koly, Komensky 3/2019, s. 42-48.
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procesu $kolni vyuky s moznostmi, jez nabizi literarni vychova ve volném case, 1ze hovorit o kom-
plementarnim charakteru této vychovy ve smyslu funkéniho doplnku, nikoli o konkurenci skolni-
mu predmétu. Klicovym spole¢nym znakem je umélecky literarni text. Na rozdil od $kolni vyuky
si volnocasova literarni vychova miize dovolit absolutizaci ¢tenafského pojeti a fadu netradic-
nich aktivizujicich vyukovych metod spojenych s hrou a zazitkem, reflektivnimi dialogy véetné
postmodernisticky pojatého ,,inspirovaného ¢teni.“ Vzhledem k tomu, Ze ve $kolnich literarnich
textech vidi Zaci povétsinou jen ucivo, lze skrze literarni vychovu ve volném case ucinnéji (nena-
tlakové, nenapadné, prirozené) dosahovat i hlubsi poznavaci dimenze predmétu, a to nejenom
integraci vzdélavacich obsahti napliujicich naukové pojeti predmétu a pozadavek rozvoje my-
Sleni zakd, ale téz skrze tradi¢ni $kolni vyukové metody, napt. kritického mysleni a ¢teni. Zak
ptistupuje k ziskavani novych poznatkl pozitivnéji naladén a zaroven v prijemném ocekavani
vlastnich komunikativnich aktivit pfi seznamovani se s fakty literarni historie, pojmy literarni
teorie a s hledanim vyznam literarnich textt. Vstupnim benefitem literarni vychovy ve volném
Case je bezesporu atraktivnost moznosti svobodného vyuzivani ¢asu bez knuty $kolnich povin-
nosti a s moznosti prozivani radosti ,,byt sam sebou a za sebe v podivuhodné magii jsoucna
reprezentovaného inspirativni cetbou a skupinou stejné ,,zapalenych® jedinct, tvoricich hledajici
spolecenstvi. Umélecké dilo oziva jejich ¢etbou a interpretaci béhem spolecné diskuze, spolubyti.
Osobni setkani s textem a druhymi lidmi je nejdtlezitéjsi. Literarni vychova ve volném case ma
$anci stat se zasadni prestavkou, pauzou, umoznujici vést dialog s vlastnim zivotem. Umélecky
text ,,zasahuje“ tim, jak rozprostira horizonty a moznosti ¢tenarovy vlastni existence a konfron-
tuje jej se sebou samym i druhymi. Slovy D. Hodrové ctenar ,,otevien presahujicimu celku svéta
obhléda svét celostné jako Siroce oteviené pole moznosti“’! V tom literarni vychova konvenu-
je jednomu ze zakladnich principt pedagogiky volného casu. Jak se ukazuje, pfimé poznavani
v pozici prvni osoby (osobni poznavani dila) nelze nahradit poznavanim v distanci (v pozici treti
osoby), tj. vykladem, parafrazi, referatem o dile.** Ve skole jsme casto svédky nikoliv poznavani
dila, ale poznavani o dile. Neni vyjimkou, ze zZak jen pamétové zvlada ucebni latku a reprodukuje
metatextové informace ucitele (jednoznacny petrifikovany metatext o smyslu textu, ktery plni jen
dokladaci funkci).” K umélecké povaze literarniho dila a jeho estetické funkci je ¢asto pouze od-
kazovano v ramci faktografického vykladu.**Je potfeba vtahnout zaka spontanné a inspirativné do
svéta textu tak, aby do ného vstoupil sam a za sebe, autenticky a svoje pozndni tedy opiral o vlastni
zku$enost s dilem, textem. Ve skole se postupuje spise pres intelekt, ale méné ,,pres srdce®

Zavér

Literarni vychovou ve volném case, predevsim pak vychovou ke ¢tenarstvi mlizeme prispivat
ke komplexnimu rozvoji osobnosti. Miize byt chapana jako jedna z cest celozivotniho vzdélava-
ni. Ve volnocasovém prostredi miize literatura prostfednictvim dél oslovovat Siroké spektrum
¢tenafl s rozmanitymi cili: jedna se nejen o déti (vcetné kategorie nectenaru), ale i o mladez,
dospélé a seniory. Cilové kategorie ucastnikéi mohou na poli literarni vychovy ve volném case
uzce kooperovat, jak prokazuji rizné soudobé mezigenera¢ni projekty (napt. predcitani seniort
v matefskych skolkach, ¢teni starsich zakti mlad$im détem zakladnich $kol ¢i ¢teni zakd v domo-
vech diichodcti). Patfi sem také aktivity realizované v ramci univerzit tfetiho véku. Jako priklad

31 Srov. Daniela HODROVA a kol., Na cesté ke smyslu. Poetika literdrniho dila 20. stoleti, Praha: Torst, 2001, s. 806.
32 Srov. HNIK, Didaktika literatury..., s. 59.

33  Srov. LEDERBUCHOVA, Literatura ve $kole..., s. 91.

34  Srov. HNIK, Didaktika literatury..., s. 51.
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uvedme literarni blok kurzu Univerzita pro prarodice a vnoucata, ktery se po nékolik let realizuje
na Teologické fakulté JU.

Ve $kolstvi by primarné nemélo jit o to, co si zaci ze skoly odnesou (fakta, dovednosti, kompe-
tence), ale jakymi se stanou. Jde o celistvost télesné-psycho-socialné-spiritualni jednoty jejich
existence. Dnes lze s jistotou konstatovat, Ze nevyuziti potencialu, jejz nabizi literarné ¢tenarsky
orientovana vychova ve volném case, by predstavovalo z hlediska individualniho i spolec¢enského
nenahraditelnou ztratu pro budoucnost. Clovék se miize rozvijet v kazdém véku i prostiednic-
tvim volnocasovych aktivit, proto podporujme zadouci traveni volného ¢asu nad knihami, skrze
néz tak dojde k pfirozenému prolinani svéti skolni a volnocasové pedagogiky. Knihy jsou i dnes
v medidlnim svété, ve kterém Zijeme, chapany jako ,,nejlep$i prameny informaci o nasi pritom-
nosti a nejpromyslenéjsi médium™*

Kontakt

doc. PhDr. Helena Zbudilovad, Ph.D.
Jiho¢eska univerzita v Ceskych Budé&jovicich
Teologicka fakulta

Katedra pedagogiky

KnéZska 8,370 01 Ceské Budéjovice
hzbudilova@tf.jcu.cz

35 Vaclav CILEK, Zneklidiiujici mnozstvi knih, Tvar 3/2011, s. 4-5.
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The Free Time Dimension of Literary Education in the

21° Century
Helena Zbudilova

Abstract:

The text reflects on the contemporary overly-technological society and suggests one of the
possible ways to weaken the domination of technology over being, namely by returning to
the printed word and critical thinking. It describes the current state of school literary educa-
tion. The aim of the paper is to point out the specifics of literary education in free time and the
possibilities of its use as its potential is not currently fully exploited. Literary education in free
time can intensively focus primarily on the development of reading, functionally complement
school literary education, and thus contribute to the comprehensive development of person-
ality. At the same time, it can be understood as one of the ways of lifelong learning.

Keywords: school literary education, literary education in free time, specifics, reading, life-
long learning

Read in order to live.
G. Flaubert

Introduction

Today’s rapidly changing society of the 3™ millennium brings a whole range of modern conveni-
ences that affect all areas of human life - study, work, and free time. This places increased de-
mands on individuals. One must learn to navigate oneself well in this overly-technological world
and fulfil one’s life role in today’s society. Does today’s world of technical conveniences bring
benefits to human life? E. Fromm describes the world in the 21* century as a ‘tech-saturated’ but
‘dehumanised; not ‘feeding’ society sufficiently in terms of humanity.! We are witnessing human
relationships being depersonalised, alienated, and strongly individualised. Man is overwhelmed
by things, material, and consumption. He is exposed to the chaos of possible interpretations
and is facing media manipulations. His life is pushed into the scheme of work, enjoyment, and
consumption. And in terms of education, there is no clear evidence that modern information
technology improves teaching outcomes in schools. Surveys show that its excessive use leads to
superficial thinking of students, distracts their attention, increases aggression, and often brings
feelings of loneliness and depression. It can even cause pupils’ poor school performance and can

1 Erich FROMM, Mit, & byt?, Praha: Aurora, 2014, p. 13.
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reduce their overall chances of being educated. For example, M. Spitzer in the publication Dig-
itdIni demence or M. Wolfova in the book Ctendf#i, vrat se. Mozek a ¢teni v digitdlnim svété draw
attention to a number of negative impacts.> V. Cilek expressed his concerns as early as in 2016
saying these words: ‘the coming generations will be, in many respects, among the dumbest and
least prepared generations of the last centuries because working with computers has robbed them
of long-term strategic planning and experience of the natural world’?> How can this pressure be
countered in the digitised world of image dominance which increasingly accelerates its pace and
gradation of the degree of abstraction? One of the ways to disrupt the established dominance of
technology over being is an aimed return to the word in the form of printed literary texts, a return
to literature which represents an impulse to critical, creative, and engaged thinking — not only in
the school environment. In the 21* century, in this sense, a wide field of activity opens up for the
field of free time pedagogy.

Literary Education in Schools

Literary education which falls into the field of aesthetic education is considered to be (from
a historical point of view) one of the oldest areas of education in general. At certain stages
(for example, in antiquity or during the Renaissance) it even was the most important area.* It
belongs to expressive subjects, and it is most often associated with school education. Literary
education has undergone considerable development in recent decades. Modern times associat-
ed with rapid progress in the field of electronic media and less interest in books cause teachers
to consider the direction in which the teaching of the subject should go in terms of content and
methodology. The current concept of literary education is based on framework educational
programmes (RVP PV - Ramcovy vzdélavaci program pro predskolni vzdélavani, RVP ZV
- Ramcovy vzdélavaci program pro zdkladni vzdélavani, and RVP GV - Rdmcovy vzdélavaci
program pro stfedni vzdélavani). These programmes set out the basic forms of literary educa-
tion: its goals, expected outcomes, and recommended curriculum for individual stages of edu-
cation. However, the expected outcomes of curricular documents work insufficiently, especially
with the affective component of the literary-educational process, and they prefer the scientific
and activity components. Warning voices are heard from the general public with specialist
knowledge. Within expressive subjects in school, the position of literary education is rather
marginal. The main shortcoming of contemporary literary education is seen in the insufficient
application of the principle of creativity.> Another problem is insufficient time allowance for
classes. Pupils do not have enough space during lessons to experience the joy of reading and
their own spontaneous work. The small time allowance does not allow teachers to use interdis-
ciplinary relationships to a necessary and expected extent. They do not even have enough time
to properly reflect upon the reading of literary texts.

We see the main problem of literary education teaching in the predominance of the factual compo-
nent of the subject and in the dominant use of teaching from the front of the classroom. A frequent
characteristic feature of current teaching is the short reading of samples or the mere mechanical

2 Manfred SPITZER, Digitdlni demence. Jak pfipravujeme sami sebe a nase déti o rozum, Brno: Host, 2014, p. 288; Maryanne WOLFOVA,
Ctendti vrat se. Mozek a cteni v digitdlnim svété, Brno: Host, 2020, 264 pp.

3 Vaclav CILEK, Co se déje se svétem?, Praha: Dokoran, 2016, p. 87.

4  Michal SERAK, Zdjmové vzdélavini dospélych, Praha: UK, Filozoficka fakulta, 2005, p. 144.

5  Cf,, for example, Jan SLAVIK, Od vyrazu k dialogu ve vychové: artefiletika, Praha: Karolinum, 1997, p. 156; Ondfej HNIK, Didaktika
literatury: vyzvy oboru. Od textit umélecké povahy k didaktice esteticko-vychovného oboru, Praha: Karolinum, 2014, pp. 29-30.
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reading of longer samples. This situation persists in school practice from the very beginning and
has repeatedly become the subject of discussion.® On the other hand, we cannot work without
a literary-historical and literary-theoretical context in the teaching of literature. Without them,
the pupil cannot even understand a literary work, so how could he interpret it then? The point is
to find the right degree of involvement of the science component, and to pay enough attention to
one’s own reading education. It includes the formation of values and attitudes, the development
of experiences at the aesthetic level, and creative activities (respectively active and productive ac-
tivities). In the current didactics of literary education, one often speaks of communicative literary
education which is based on the interpretation of artistic text, respectively on a dialogue. O. Hnik,
for example, analyses this innovative concept in confrontation with the classical one in his works.
He mentions the current dichotomy of the traditional versus innovative (interpretive, expressive,
experiential, creative) concept of literary education.’

There are a number of inspiring concepts for this innovative approach. L. Lederbuchova uses the
term ‘didactic interpretation” for her interpretive activity.® Her stimulus is based on a specific
teaching situation and focuses on the student’s direct communication with the literary text. In this
process, when aesthetic literary information is transferred between the author and the recipient of
the text, the semantic possibilities of the text meet the interpretive possibilities of the pupil. Dur-
ing the interpretive work with a text, according to the author, it is appropriate to include activities
related to creative activity (text completion, reformulating the text, creative writing), or connect
the text with other aesthetic-educational methods (for example, dramatisation, illustration, set-
ting the text to music). ]. Kusa emphasises the fact that in teaching literary education we should

combine these approaches to working with artistic text because this is the only way to achieve the main
goals of literary education: cultivating a positive attitude towards literature and cultural values, creating
motivation for further reading, development of communication and argumentation skills, mediation of
aesthetic experience, formation of the pupil’s personality, attitudes and value orientations, and also the
fulfilment of cognitive goals.’

The author mentions the creation of productive communication literary teaching. B. Planskd has
been drawing attention to the fact that unification pressure has been exerted on literary educa-
tion in schools since the 1990s. It seeks to squeeze literary education into the scientific type of
natural science disciplines with their relatively simple control and classification links. This entails
inadequate emphasis on the biographical-historical component of the subject and the separation
of literary education from language.'® Basic (6-15 year olds) and middle (15-18 year olds) school
teachers consider the lack of interest of pupils in education to be the biggest obstacle to the de-
velopment of reading literacy; further, it is the lack of time in teaching process, oversizing of

6  Cf, for example, Jiti POLACEK, Véc: vyuka literatury, Cesky jazyk a literatura 67/2016-2017, pp. 187-189; Ondtej HNIK, K problému
kvantity poznatkd v literdrni vychoveé, Cesky jazyk a literatura 67/2016-2017, pp. 83-87; Otokar CHALOUPKA, Prostor mezi literdrni
faktografii a literdrni zaZitkovosti, Cesky jazyk a literatura 64/2013-2014, pp. 135-141; Ondfej HNIK, Sou¢asnd podoba literdrni
vychovy podle vypoveédi studentti, Cesky jazyk a literatura 61/2010-2011, p. 39; Karel LIPPMANN, Vyuka literatury v sou¢asném pojeti
modernizace vzdélani, Cesk)ﬁ jazyk a literatura 58/2007-2008, pp. 75-79; Dobrava MOLDANOVA, Vime, pro¢ ucit literaturu?, Cesk)?
jazyk a literatura 56/2005-2006, pp. 53-55; Jana BARTUNKOVA and Bozena PLANSKA and Alena ZACHOVA, Literarn{ vychova mezi
»dojmologii“ a faktografii, Obecnd/obéanskd skola 5/1995, pp. 7-8.

HNIK, K problému kvantity..., p. 85.
Ladislava LEDERBUCHOVA, Literatura ve $kole, Plzeti: ZCU, 2010.
Jana KUSA, Multikulturni vychova v procesu literdrni komunikace, Olomouc: UPOL, Pedagogicka fakulta, 2014, p. 34.

0 Cf. Bozena PLANSKA, Nékolik pozndmek ke vzdjemné inspiraci literdrni védy a literarni vychovy, in: Svétovd literdrnévédnd bohemistika
(2. dil). Uvahy a studie v eské literatute, Praha: Ustav pro Ceskou literaturu, AV CR, 1996, pp- 445-446.
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the framework and school educational programmes, and insufficient vocabulary of pupils caused
by insufficient reading and excessive use of electronic communication (SMS, e-mails, or social
networks).!!

Literary Education and Reading

The long-term trend of Czech basic (6-15 year olds) and middle (15-18 year olds) pupils’ lack of
interest in reading has been reaffirmed in recent years by a survey by the Czech School Inspector-
ate. This institution, in the 2017/18 school year, focused on assessing the conditions and course
of reading literacy at upper basic (12-15 year olds) and middle schools and at the achieved level
of reading literacy among pupils in the 9" class (15 year olds), and the 2" year middle school (17
year olds, including the corresponding years of multi-year grammar schools). The survey was
completed by 4,758 pupils from the 9 class and 436 teachers from 163 schools at the upper basic
level of education as well as 8,568 students in middle school (17 year olds) and 422 teachers from
151 middle schools. The thematic report Rozvoj ctendrské gramotnosti na zdkladnich a stfednich
skoldch ve skolnim roce 2017/2018 shows that ‘the rather negative attitude of older schoolchildren
to reading persists, and the level of some important skills, such as critical thinking about informa-
tion in the text and the degree of its generalisation, is insufficient. The overall results were again
below the expected level for basic and middle schools.*? Research into the relationship of pupils
to the teaching of the Czech language and literature has shown that two-fifths of pupils look
forward to the teaching while another two-fifths consider the teaching to be boring (students of
middle schools enjoy the subject more). Furthermore, it was confirmed that the possibility to use
various procedures, methods, and tools leading to the attractiveness of the teaching process is
not sufficiently used. The inspectors found that in more than a quarter of the Czech language and
literature lessons attended, the reading objectives of the teaching were not formulated in any way.
One of the main proposed solutions leading to the improvement of the level of reading literacy
(which has been considered for a long time) are changes in the content of the subject Czech
language and literature (respectively, changes that would relate to the curriculum of literature, not
to the language-grammar area). In the field of reading, it is recommended to choose attractive lit-
erary works in the teaching process, to choose from a varied offer of books, and not to be afraid to
recommend simpler literature that would be interesting for students first. Pupils can then discover
for themselves the beauty of valuable artistic literature. It is also necessary to bear in mind the fact
that in basic school (6-15 year olds) education the emphasis is mainly on grammar while in mid-
dle school (15-18 year olds) education the focus is on literature. In both cases, it is at the expense
of teaching communication skills, including reading.’ The abovementioned thematic report also
dealt with the available material background for the development of reading literacy at schools
- this mainly concerns school libraries and reading corners. Inspectors found a well-functioning
library in only three-fifths of schools. Shortcomings also include an inadequate supply of titles or
limited access to books." PISA reading literacy surveys (including the latest survey from 2018)

11 Lukd§ DOUBRAVA, Zékiim se stile nechce &ist. Jen zmény ve vyuce Ceského jazyka a literatury to véak nevytesi, Utitelské noviny
10/2019, p. 16.
12 CSI, Rozvoj ctendiské gramotnosti na zdkladnich a stiednich skoldch ve skolnim roce 2017/2018. Tematickd zprdva, Praha: CSI, tnor 2019,

pp- 3-5.
13 DOUBRAVA, Z4ktm se stéle nechce &ist. .., p-19.

14 © CSI, Tematicka zprava. Rozvoj ¢tenafské gramotnosti (on-line), available at: https://www.csicr.cz/cz/ Aktuality/
Tematicka-zprava-Rozvoj-ctenarske-gramotnosti-na-Z, cited 15" July 2019.
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have repeatedly confirmed that ‘Czech pupils are slightly below the OECD average’'® This makes
it more difficult for them to understand the text itself than to process a set of texts (for example,
different articles on the same topic or a discussion forum with contributions from different users).
The general public with specialist knowledge as a whole calls for the inclusion of literary education
among the foundations of contemporary education. Reading becomes a necessary prerequisite
for a successful professional, social, and personal life. Literary education is a multidimensional
area that extends into many other areas of education. J. Kusa emphasises that literary education
implemented in the school environment is ‘the only systematic and long-term educational activity
of a literary nature that prepares pupils for life in a cultural and social context’'* The development
tendencies of the present time show that literary education must be connected with other fields of
formative character, especially with ethical, personal, social, multicultural, and media education.

Literary Education in Free Time

Literary education includes education leading to literature, education through literature, and
also education leading to reading. The essential elements of the reader’s socialisation are family,
school, and library. This is evidenced, for example, by J. TravniceK’s latest research from 2018. In
our opinion, these three essential socialisation elements could be supplemented by a fourth pillar
which would be based on the use of literary education in free time. If we look at literary education
through a free time viewpoint, then we understand it primarily as education leading to reading,
education leading to literature, and education through literature. It plays an important role espe-
cially in free time education. Reading plays a significant role in the context of the overall structure
of free time activities for children and adolescents (and not only in this age group).

The pedagogical interpretations of humanism (especially the orientation to freedom of choice in
tulfilling free time, open possibilities of self-realisation, support for the development of individu-
ality, tolerance, creativity, orientation to experiential pedagogy, and animative conceptions of ed-
ucation) influences free time education.'” It is a voluntary activity which includes one’s interests.
Its meaning lies in freedom and joyful spontaneity that is experienced by participants. It turns out
that free time pedagogy is a suitable tool for the growth of what is most human in man. Its goal is
to discover the value of man. In the case of children and young people, it is an accompaniment in
dynamic growth. During the growth an individual is formed. The measure of growth is the human
person, the completed humanity. J. A. Comenius’s Pampaedia deals with how to make a person
truly human. In this sense, it presents the first systematic theory of education which is not limited
to school education. At the same time, it promotes lifelong learning.'® In addition to the concept
of mutual sharing of the community of others, the principle of individuation is applied in the
pedagogy of free time. On its basis, the individual is pulled out of the functionalist mass and feels
the sense of uniqueness. The free time educator bases his actions on the value of his student which
cannot be relativised. He tries to ‘find the hidden point, accessible to the good’ (G. Bosco).”” It is an
accompaniment which is free from the guarantee of power. It goes through the paths of what the
school did not give individuals so completely, or at all. In free time and extracurricular activities,

15 Radek BLAZEK and Silvie PRIHODOVA, Mezindrodni Setfeni PISA 2015. Ndrodni zprdva, Praha: CSI, 2016, p- 29.

16 KUSA, Multikulturni vychova..., p. 31.

17 Ibid, p. 18.

18 Jan PATOCKA, K filosofii J. A. Komenského, in: Komeniologické studie 1I., Praha: OIKOYMENH, 1998, p. 207.

19  Andrej RAJSKY, Symptémy hodnotového vyprazdnenia a ohniskd moznych vychovnych odpovedi, in: Mlddez a hodnoty 2010, Olomouc:
UPOL, Hanex, 2010, p. 181.
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it is a matter of inducing a positive transfer of the participant from ‘T don’t want, I don't have to’
to the level T don't have to, but I want’?® These activities are a response to the impulse of human
nature which activates itself in the desire for experiential knowledge. According to V. Spousta,
there is no doubt about the fact that free time creates the most favourable ‘climatic conditions’ for
the reception of art.?! Art has the ability to innovate man’s relationship to reality. Therefore, it has
a great power of transformation and education. Art fulfils, in addition to the basal function (that
is, for example, value, aesthetic, informative, communicative), the formative (that is, for example,
pedagogical, humanising), therapeutic, and recreational function.?

The starting point for the pedagogy of free time in the 21* century is the understanding of the
human world as valuable and meaningful, and the awakening of human potential in order to have
the ability to ‘open the human horizon’” In the face of the postmodern situation, the chance of
upbringing and education lies in the discovery of the possibility of speech and, through artistic
texts of various genres and times, in the discovery of the meaning of being. Aesthetic experience
is, in the words of P. Ricoeur, ‘a fire that ignites:** With his active approach (aesthetic evaluation),
the reader acquires the meaning of an artistic message.”

Literary education, as a field newly constituted within the pedagogy of free time, represents the
profiling of literary education which focuses mainly on the educational dimension of this subject.
It has not yet been systematically developed at a theoretical level. It is a communicative literary
education in which the communication concept shifts the focus from knowledge to skills more
significantly. The aim of this education, as in the case of the school subject, remains education
through literature and education leading to literature. However, the specific feature is its une-
quivocally reading, experiential, and interpretive concept focused on the formation of personal
values. The centre is not the student/participant and his acquisition of knowledge but the student/
participant and the fulfilment of his personal needs — emotional, aesthetic, ethical, relaxing, so-
cial. It is about a positive effect on the aesthetic, emotional and ethical side of the student’s/par-
ticipant’s personality, about the formation of his value orientations, attitudes, and personal taste.
Thus, it is not just an orientation in literary values. Primarily, it is an orientation in life values. This
literary education takes the form of education through reading and education leading to reading.
Its importance lies in the motivation, support, and cultivation of reading, in the development of
reading competencies. It clearly relates to the humanistic conception of education and the pupil,
to education leading to humanity. The concept of the subject corresponds to the intentions of the
humanisation of the school in the spirit of Comenius’ workshop of humanity. Its goal is to achieve
the status of real artistic education. It works with text as with art (and not as with a curriculum) in
the process of literary communication. The basic principle is a reading and interpretive approach.
The starting point for interpretation is always the reading experience. In the case of free time
school and extracurricular activities, the thematic content may not correspond to the content of
education in the school subject Czech language and literature. However, the choice of text must
be appropriate to the relevant age category. In free time pedagogy;, titles and topics can be selected
on the basis of the current needs of various target categories of participants (including the form

20 Igor LOMNICKY and Stefinia KUZMOVA, Tvorivé aplikdcie etickej vychovy v mimoskolskej ¢innosti, Nitra: FF Univerzity Konstantina
Filozofa v Nitre, 2016, p. 7.

21 Vladimir SPOUSTA, Metody a formy vychovy ve volném case, Brno: MUNI, Pedagogicka fakulta, 1996, p. 36.

22 Ibid,, p. 31.

23 Jana PESKOVA, »Technologie“ otevirdni lidského obzoru na prahu tfetiho tisicileti, in: Dité, vyichova a kulturni promény svéta, Praha:
UK, Pedagogicka fakulta, 1995, p. 35.

24 Paul RICOEUR, Cas a vypravéni III, Praha: OIKOYMENH, 2007, p. 240.

25 Ale§ HAMAN, K obsahové analyze uméleckého literdrniho dila, Ceskd literatura 38/1990, p- 100.
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of lifelong learning). The free time educator should become a real guide to reading and, through
empathic coexistence, also a counsellor when solving possible personal problems and managing
the more difficult life situations of his students. He can deal with current topics captured in liter-
ary works (often controversial) which have appeared in literature since the 1990s (for example,
the themes of death and dying, bullying, dysfunctional families, life with disabilities). He can then
choose a number of traditional activities (these are reading groups, reading clubs, and workshops
mostly), and less traditional ones, that is, using many innovative modern activation methods, fo-
cusing on the readers’ favourite genres (comics, fantasy, detective stories, etc.). He should respect
readers’ interest in specific titles as well.

In terms of teaching methods and forms of work, our advice is to use a combination of them for
free time activities. Educators (including free time educators) and tutors should be equipped with
expertise and competencies in the field in order to be able to offer their students a variety of meth-
ods. These methods should be part of the active way of teaching, leading courses, and free time
activities. Unfortunately, nowadays we do not encounter a sufficient offer of courses of further
education (concerning pedagogical staft) which would strengthen these professional competen-
cies. In our opinion, however, a good methodological core based on theoretical knowledge is
absolutely crucial for subsequent verification in practice. Today, we can draw the attention of chil-
dren and young people through fun and sufficiently varied activities of all-round development.
The results of the CSI (Czech School Inspection) survey in recent years have repeatedly pointed,
for example, to the insufficient use of group work. The conclusions from the inspection reports
can become an important inspiration for teachers when choosing adequate activities even in free
time literary education. Literary education in free time is characterised by specific features (see
the abovementioned specifics) which need to be taken into account in our own practice. These
are, for example, the fact that free time educators are not bound by recommended reading (they
can carry out their activities more freely outside the school environment or use various activating
innovative methods without the dictates of a limited time allowance) is an indisputable advantage
over school teaching.

For literary-educational activities in free time, it is appropriate to choose various brainstorming
methods (for example, classical brainstorming, leaf method, diamond, discussion web, method
635), dramatisation methods (for example, act and speak, body-sculpting, text dramatisation,
role playing, staging methods), communication methods (yes/no, hot seat, communication circle,
giant paper, interview, Socratic method, storytelling, etc.), methods of working with text (letters
from readers, reading with questions, complementation, double diary, .N.S.E.R.T. tags, keywords,
pair reading, double diary, composing text, pyramid, guided notes, guided reading, reading with
anticipation, joint reading, SQ4R, study guide, the world in my head, jumbled sentences, concept
map, map of stories), creative writing methods (5W, hamburger, RAFT method, modelled writ-
ing, story map, sample completion, stories matching pictures, here and now, pyramid story, role
on the wall, co-writing, guided writing, free writing), as well as various puzzles (crosswords and
octagons, loops and complements) or competitions.* As for the forms of work, we recommend
both individual work and work in pairs, group work (including team work). It is also appropriate
to include project teaching methods or methods of experiential pedagogy. In the list of methods,
we have not yet mentioned the programme RWCT, which is Ctenim a psanim ke kritickému
mysleni (Reading and Writing for Critical Thinking). In the Czech Republic, it is known as Kri-
tické mysleni (Critical Thinking). The programme was established in 1997 on the premises of the

26 Recommended title: Robert CAPEK, Moderni didaktika. Lexikon vyukovych a hodnoticich metod, Praha: Grada, 2015.
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American Democratic Education Consortium. Thanks to the support of the Open Society Fund,
it has spread to Europe. It was launched in the Czech Republic in 2000. The civic association
Kritické mysleni is an organisation that is a licensed copyright holder of this programme in the
Czech Republic. The programme develops students’ cognitive skills and can be used for all school
levels (from elementary schools to colleges and universities). The aim of the programme is to de-
velop advanced thinking but also the skills needed for problem solving, effective communication,
meta-cognitive reflection, and evaluation of one’s own thought process.” It supports teaching
methods that help students to be active in learning, to think critically and creatively, and to work
cooperatively. The RWCT programme presents a three-phase learning model that can be applied
to any subject. The model called E-U-R includes the phase of evocation (remembering and re-
calling previous experiences), realising the importance of information (constructing one’s own
knowledge based on, for example, the study of learning texts), and reflection (re-construction
and restructuring of the original pre-concept, that is, evocation based on confrontation with
a scientific concept — awareness of the importance of information). This creates a new individual
concept.” According to the proponents of critical thinking, thinking critically means ‘grasping an
idea and exploring it thoroughly, subjecting it to unbiased scepticism, comparing it with opposing
views (and with what we already know about the subject), and taking a position on that basis’*
Procedures and methods of critical thinking mean (for the student and the teacher) being curious,
not afraid to ask questions, to choose different procedures for finding information, to constantly
look for answers, to doubt, to be able to reach one’s own decision. The programme also includes
the ability to discuss, argue, consider other people’s arguments, be able to listen to and respect
the opinions of others, etc.*®* RWCT methods include brainstorming methods, mind maps, many
methods of working with text, methods focused on cooperative learning, etc.

Literary Education in Free Time as a Functional Supplement to School
Education

The potential of literary education in free time is currently not fully exploited. If we compare
the reality of the school teaching process with the possibilities offered by literary education in
free time, we can talk about the complementary nature of this education in the sense of a func-
tional supplement of the school subject, rather than being in a competitive relationship. The key
common feature is the artistic literary text. Unlike school teaching, free time literary education
can come with the absolutisation of the reader’s concept and a number of non-traditional ac-
tivating teaching methods associated with play and experience, reflective dialogues (including
postmodernist ‘inspired reading’). Due to the fact that students mostly see only the curriculum
in school literary texts, literary education in free time can achieve deeper cognitive dimensions
of the subject more effectively (non-coercively, inconspicuously, naturally). This is done not only
through the integration of educational content that fulfils the teaching concept of the subject
and the requirement to develop students’ thinking but also through traditional school teaching
methods, such as critical thinking and reading. The student approaches the acquisition of new

27 Cf. © Zuzana MAJSTROVA, O moznostech rozvijeni mysleni, in: Uitelsky NAPADnik (on-line), available at: <http://clanky.rvp.cz/
clanek/0/z/10347/0-MOZNOSTECH-ROZVIJENI-MYSLENI>, cited 1* August 2019.

28 Cf. © Lucie ZORMANOVA, Vyukové metody v pedagogice: Ti{fézovy model u¢eni (on-line), available at: <http://clanky.rvp.cz/clanek/
¢/Z/16247/vyukove-metody-v-pedagogice-trifazovy-model-uceni.html>, cited 2" April 2019.

29 Kurtis S. MEREDITH et al., Ctenim a psanim ke kritickému mysleni. Pfirucka 1-8, Praha: Kritické mysleni, o. s., 1997, p. 3.

30 Jana Marie TUSKOVA, Postupy a metody kritického mysleni — prostfedek rozvoje ¢tendiské gramotnosti v hodindch &eského jazyka na
2. stupni zdkladni $koly, Komensky 3/2019, pp. 42-48.
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knowledge in a more positive mood, and, at the same time, in a pleasant expectation of his own
communicative activities when becoming acquainted with the facts of literary history, concepts
of literary theory, and searching for the meanings of literary texts. The initial benefit of literary
education in free time is undoubtedly the attractiveness of free time usage without school duties.
There is the possibility of experiencing the joy of ‘being yourself” in the wonderful magic of being
which is represented by inspiring reading and a group of equally ‘passionate’ individuals who
form an explorative community. The work of art comes to life with their reading and interpreta-
tion during a joint discussion, coexistence. Personal encounters with the text and other people
are most important. Literary education in free time has the possibility to become a fundamental
break allowing a dialogue with one’s own life. The artistic text ‘intervenes’ by showing the horizons
and possibilities of the reader’s own existence, by confronting him with himself and others. In the
words of D. Hodrova, ‘the reader, who is opened to the part of world which goes beyond, sees
the world as a wide field of possibilities.*" In this, literary education conforms to one of the basic
principles of free time pedagogy. As it turns out, direct cognition in the position of the first person
(personal cognition of the work) cannot be replaced by distant cognition (in the position of the
third person), that is, interpretation, paraphrase, a book report.? At school, instead of coming
to know the text, we often see students simply learning about the text. It is no exception that the
student only masters the subject matter by memory and reproduces the meta-text information
of the teacher (unambiguous petrified meta-text about the meaning of the text which fulfils only
a documentary function).” The artistic nature of a literary work and its aesthetic function is often
only referred to in the context of a factual interpretation.* It is necessary to draw the student
spontaneously and inspiringly into the world of the text so that he enters it himself and for himself
authentically. Then, he can base his knowledge on his own experience with the work, the text.
At school, progress is mainly through the intellect, and, on the contrary, it goes less ‘through the
heart.

Conclusion

Literary education in free time, especially education leading to reading, can contribute to the
comprehensive development of personality. It can be understood as one of the ways of lifelong
learning. In the free time environment, literature can reach a wide range of readers with diverse
goals: not only children (including the non-reader category) but also young people, adults, and
the elderly. The target categories of participants can work closely together in the field of literary
education in their free time, as demonstrated by various contemporary inter-generational projects
(for example, seniors reading in kindergartens, older pupils reading to younger primary school
children, or pupils reading in retirement homes). This also includes activities carried out within
universities of the third age. As an example, let us mention the literary block of the University for
Grandparents and Grandchildren course which has been implemented at the Faculty of Theology
of the University of South Bohemia for several years.

Primarily, in education, it should not be about what students take away from school (facts, skills,
competencies) but what they will become. It is the integrity of the physical, psychological, social,
and spiritual unity of their existence. Today, it can be stated with certainty that the waste of the

31 Cf. Daniela HODROVA et al., Na cesté ke smyslu. Poetika literdrniho dila 20. stoleti, Praha: Torst, 2001, p. 806.
32 Cf. HNIK, Didaktika literatury..., p. 59.

33 Cf. LEDERBUCHOVA, Literatura ve skole..., p-91.

34 Cf. HNIK, Didaktika literatury..., p. 51.
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potential offered by literary education (which focuses on a reader in free time) would represent
an irreplaceable loss for the future from the individual and social points of view. One can develop
at any age through free time activities, so let’s support the desirable spending of free time with
books. Through them, there will be a natural intertwining of the worlds of school and free time
pedagogy. Even today, books are seen (in the media world in which we live) as ‘the best sources of
information about our presence, and the most thoughtful medium’*

Contact

Assoc. Prof. Dr Helena Zbudilovd

University of South Bohemia in Ceské Budé&jovice
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Department of Pedagogy
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hzbudilova@tf.jcu.cz

35 Vaclav CILEK, Zneklidiiujici mnozstvi knih, Tvar 3/2011, pp. 4-5.
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Vyuzitie filozofického textu v mimoskolskych
aktivitach v kontexte osobnostného a socialneho

rozvoja deti mladsieho skolského veku'
Gabriela Sarnikova

Abstrakt:

Prispevok je zamerany na problematiku prierezovej témy Osobnostny a socialny rozvoj v za-
ujmovom kruzku deti mladsieho Skolského veku zalozenom na koncepcii filozofie pre deti.
Predkladany text je sucastou SirSieho skimania a je jednym z vysledkov Usilia priaznivcov tej-
to koncepcie implementovat ju do procesu edukdcie na Slovensku.

Cielom prispevku je opisat a analyzovat priebeh a vysledky kvalitativneho vyskumu realizova-
ného pocas uvedeného kruzku. Zamerali sme sa na moznosti vyuzitia filozofického textu pre
deti a naslednej diskusie v osobnostnom a socidlnom rozvoji.

Vysledky vyskumu ukazali na vhodnost implementovania filozofie pre deti v sucinnosti
s predmetnou prierezovou témou do tohto typu neformalneho vzdeldvania, ako aj na vztah
medzi diskusiou vychadzajucou z textu a uvedenou prierezovou témou. Zaroven sa ukazali
niektoré slabé stranky a rezervy vyuzivania filozofického textu pre deti.

Klucové slova: Osobnostny a socialny rozvoj, filozofia pre deti, filozoficky text, diskusia, za-
ujmovy kruzok

Uvod

Problematika ¢itania deti a s detmi ma viacero aspektov aj zamerov. Primarne suvisi ¢itanie (ume-
leckej) literatury s rozvojom estetického citenia a zmyslu pre krasu ¢i utvaranim vkusu,” s ¢im
suvisi aj emocionalny rozvoj. Citanie literatiry vplyva na rozvoj fantazie, podporuje obohacova-
nie slovnej zasoby aj komunikacné zru¢nosti a kognitivny rozvoj. Literarny text, resp. pracu s nim
mozno zamerat aj na formovanie kritického myslenia, ale aj na osobnostny a socialny rozvoj.
Jednym z druhov literatdry je text pisany na filozofické diskutovanie s detmi, ktorého primarnym
cielom je rozvoj kritického, kreativneho a angazovaného myslenia, ale zohladnuje sa aj socialny
a eticky aspekt. Citanie filozofickych pribehov pre deti ma miesto jednak vo formalnom, ale rov-
nako aj v neformalnom vzdelavani.

1 Prispevok je parcidlnym vystupom projektu IGA_CMTF_2018_003 Vyzkumné oblasti v socidlni pedagogice na CMTF UP.
2 Porov. Erich MISTRIK, Vstup do umenia, Nitra: Enigma, 1994, s. 20, 27.



CoriJ[os ) 10
elveritas 5020 38

Teoretické vychodiska

Filozoficky text, resp. filozofické romany pre deti st $pecifickym literarnym druhom so $pecific-
kym zamerom.

Prvé romany pisal zakladatel koncepcie filozofie pre deti (dalej FPD) Matthew Lipman. Hladal
sposob, ako pomoct detom v rozvoji myslenia, a uvazil, Ze vhodnym prostriedkom je literatura.
Kladol si otazku, aky typ literatiry je vhodny. Dospel k zaveru, Ze by to mali byt pribehy blizke
defom z viacerych aspektov: ,Malo by to byt nieco, o by mladi ludia s malou pomocou dospelych
objavili sami. Hrdinovia pribehov by mali vytvdrat malé badatelské skupiny, v ktorych by sa kazdé
z nich do istej miery aspori trochu podielalo na spolocnom hladani a objavovani efektivnejsich spo-
sobov myslenia... aby mald skupina deti v pribehu mohla poslizit ako vzor, s ktorym sa skutocné
deti v triede budii moct identifikovat. Akysi portrét deti Zijucich spolu rozumne a so vzdjomnym
respektom, davajiici defom nddej, Ze takyto idedl je uskutocnitelny.*

Takyto text a jeho citanie v skupine sa stal v uvedenej koncepcii vychodiskom pre naslednu dis-
kusiu skupiny deti, ktort Lipman nazval hladajucim (patrajucim ¢i badajicim) spolocenstvom
(community of inquiry). Jeho ¢lenovia spolo¢ne usiluju o hladanie odpovedi na stanovené otazky
a problémy, lebo nie ,,parta® ale blizki [udia dokazu bez obav z ohrozenia hovorit o tom, Ze nie-
¢omu nerozumejui.*

Diskusia ma prieniky so sokratovskym dialégom, no nezacina sa analyzou pojmu (tato cast byva
sucastou klarifikdcie otazky este pred samotnou diskusiou), aj ked proces definicie pojmov byva
jej sucastou. Téma diskusie (otazka) sa najcastejsie formuluje po precitani literarneho textu - filo-
zofického pribehu tvoreného na FPD.

Praca s filozofickym textom pre deti a nasledna diskusia sa explicitne javi ako jeden z najlep-
$ich spdsobov rozvoja kritického myslenia, ktorého problematika je v sti¢asnosti aktualna nielen
v krajinach Eurdpy, ale aj v zemiach s inym kultirnym a nébozenskym zdzemim?®. Uzko stvisi
s rozvojom Citatelskej gramotnosti (rovnako aj v medzindrodnom meradle), ktora vyjadruje po-
zadované zakladné schopnosti ¢loveka v prijimani a spracovani informacii z textu a ich social-
no-kulturne ukotvenie.®

FPD ma spresnovat a prehlbovat také myslenie, ktoré ulah¢uje rozhodnutia, ide teda o podporu
rozvoja kritického myslenia, ktoré Lipman charakterizuje ako myslenie pomahajuce tvorbe tisud-
kov, pretoze sa opiera o kritéria, je sebakorektivne a vnimavé na kontext.” Lipman vSak nezostava
iba pri tejto urovni. Uvddza, Ze ide o rozvoj mulidimenzionalneho myslenia, ktoré smeruje k rov-
novahe medzi rozumom a afektivitou, medzi vnimanim a tvorenim pojmov, medzi telesnostou
a psychikou, medzi tym, ¢o je ovladané pravidlami, a tym, ¢o pravidla neovladaju. Je to prienik
myslenia kritického, kreativneho a angazovaného. Kritické myslenie hlada dovody (pri¢inné aj
ucelové), pracuje s obsahom a rozsahom pojmu, so sidmi, isudkami, definiciami... Ma zabranit

3 Matthew LIPMAN, On Writing a Philosophical Novel, in: Studies in Philosophy for Children. Harry Stottlemeier’s Discovery, ed. Ann
Margaret SHARP - Ronald F REED, Philadelphia: Temple University Press, 1992, s. 21.

4  Porov. Matthew LIPMAN - Ann Margaret SHARP - Frederick S. OSCANYAN, Philosophy in the Classroom, Philadelphia: Temple
University Press, 1980.

5 Porov. © Sozan H. OMAR, Mastery Level of Critical Thinking Skills for Female Middle School Students in Saudi Arabia, Journal
of Educational & Psychological Sciences 19/4, 2018, s. 230-258 (online), dostupné na: https://journal.uob.edu.bh/bitstream/
handle/123456789/3441/8.pdf?sequence=1&isAllowed=y, citovano dne 15. 11. 2019.

6  Porov. Méria LALINSKA - Eva STRANOVSKA - Zdenka GADUSOVA, Instruments for Testing Reading Comprehension, IRCEELT
2019: Proceedings book from the 9" International Research Conference on Education, Language and Literature, ed. Natela DOGHONADZE,
Tbilisi: International Black Sea University, 2019, s. 249.

7 Podobne, ako sa v eurdpskom kontexte hovori o kompetenciach a kluc¢ovych kompetencidch, M. Lipman uvédza, Ze je nevyhnutné
ziskat pocas vychovno-vyucovacieho procesu aj niekolko typov zru¢nosti a jednym z nich st zru¢nosti v uvazovani - ,the thinking
skills®.
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rychlemu zov$eobecniovaniu a tvorbe predsudkov. Vychadza z aristotelovskej logiky a je nastro-
jom aj odrazovym mostikom pre dalsie dva typy myslenia. Vlastnostami kreativneho myslenia st
originalita, produktivita, predstavivost, fantazia, nezavislost, experimentovanie, expresivita, seba-
prekrocenie, vynaliezavost, celistvost a pod. AngaZované myslenie si vyzaduje ucast citovej sféry,
zaujatost pre problém, vasen pri rieSeni problému, empatiu. Je to afektivne a normativne mysle-
nie. V praxi sa tieto tri druhy myslenia nedaja oddelit, ide len o metodické delenie.

Vo FPD je evidentny socialny a eticky rozmer. Jednak sa v pribehoch riesia otazky suvisiace s uve-
denymi dvoma rovinami Zivota a jednako sa diskusia samotna tyka etického aj socialneho aspektu
v realite skupiny.

V sucasnej slovenskej (aj Ceskej) edukacii je eticky a socidlny rozvoj problematikou, ktora je v¢le-
nena najma do prierezovej témy Osobnostny a socidlny rozvoj (v Ceskej republike Osobnostna
a socialna vychova). Statny vzdeldvaci program umoziuje zaviest prierezovt tému do vyucby ako
samostatny vyucovaci predmet, zvacsa sa vSak jej obsah a ciele realizuji naprie¢ predmetom. Obe
formy sa vS§ak mozu kombinovat. Spravna realizacia prierezovej témy ma prispiet k pozitivnej
socialnej klime $koly a k dobrym vztahom.

Zaroven ide o tému, ktora je v sicasnosti uzko prepojena s poziadavkami kladenymi na rozvoj
$pecifickych profesijnych kompetencii ucitelov zameranych na faktory ucenia sa s u¢inkom na
individualitu a rozvijanie osobnosti ziaka.®

Ciele prierezovej témy Osobnostny a socialny rozvoj’ st zamerané na to, aby ziak

- porozumel sebe a inym;

- optimadlne usmernioval vlastné spravanie a prejavovanie emocii;

- uprednostrioval priatelské vztahy v triede i mimo nej;

- osvojil si, vyuzival a dalej rozvijal zrucnosti komunikdcie a vzdjomnej spoluprdce;

- nadobudol zdkladné prezentacné zrucnosti osvojené na zdiklade postupného spoznania
svojich predpokladov a uplatiioval ich pri prezentdcii seba a svojej prdce;

- ziskal a uplatiioval zdkladné socidlne zrucnosti pre optimdlne riesenie roznych situdcit;

- respektoval rozne typy ludi, ich ndzory a pristupy k rieseniu problémov;

- uprednostiioval zdkladné principy zdravého Zivotného stylu a nerizikového sprdavania vo
svojom Zivote.'

Aj ked su prierezové témy zakotvené vo vzdelavacich programoch, ,ucinnost ich pésobenia sa
moze zvysit relevantnymi mimoskolskymi aktivitami®'' Tento aspekt sme vyuzili pocas zaujmo-
vého krazku, ktory sme viedli s detmi mladsieho $kolského veku. Kruzkova ¢innost, ako aj ¢in-
nost $kolskych zariadeni sa na Slovensku riadi vychovnym programom toho-ktorého zariadenia,
pri¢om si ho tvori kazdé zariadenie nezavisle od iného. Existuje len odporucany, no nie zavazny
obsah, a tak myslienky a ndmety témy Osobnostny a socidlny rozvoj mozno implikovat do mi-
moskolskych aktivit s cielom nendsilného a prirodzeného osvojovania komunika¢nych a inych
makkych ¢i interpersondlnych zruc¢nosti (uvadzanych aj ako soft skills), etického spravania
a emocionalneho aj spiritualneho rozvoja.

8  Porov. Maria LALINSKA - Eva STRANOVSKA, Proposal for a Reference Framework and Tools for the Evaluation of Teachers'
Professional Competences in Slovakia, International Journal of Economic Research 2/2018, s. 289-298.
Porovnatelne st formulované aj ciele prierezovej témy Osobnostni a socidlni vychova v kurikule v Ceskej republike.

10  © Statny vzdeldvaci program - primérne vzdeldvanie (online), dostupné na: http://www.statpedu.sk/files/articles/dokumenty/
inovovany-statny-vzdelavaci-program/svp_pv_2015.pdf, citovano dne 18. 3. 2019, s. 11.

11 © Stétny ..., s. 10.



CoriJ[os ) 10
elveritas 5020 40

Skibenie ¢itania filozofickych romanov a naslednej diskusie pocas zdujmového krizku sa ukézalo
ako vhodné na naplnanie cielov predmetnej prierezovej témy.

,Citatelstvo ako vyraz osobnostného zamerania na urcity druh receptivnej innosti (na Citanie) sa
vo svojej kvantite a kvalite premieta do celkového sposobu spravania a konania cloveka vo vsetkych
jeho roldch®,'* a tak nas z vyskumného hladiska zaujimalo, aky je vztah medzi filozofickym textom
pre deti, resp. procesom C¢itania, recepciou a pochopenim jeho obsahu a naslednou diskusiou na
jednej strane a ich osobnostnym a socialnym rozvojom na strane druhe;.

Empiricka cast

V case realizacie kruzku aj pocas empirického skiimania sa na Slovensku usilovalo niekolko pri-
vrzencov FPD o jej sprostredkovanie pedagogickej verejnosti. Vysledky snah o rozsirenie pove-
domia o tejto koncepcii su viditelné najmé v akademickom prostredi na univerzitach v Nitre,
Ruzomberku, Banskej Bystrici a v Bratislave, ¢coho vysledkom je (pomerne malo zastipend) pub-
lika¢nd ¢innost a prispevky na konferenciach, ale aj napriklad zavedenie nepovinného predmetu
filozofia pre deti na ruzomberskej univerzite pre $tudentov predskolského a primarneho vzdela-
vania ¢i letnd $kola organizovana PdF UMB v Banskej Bystrici. Koncepcia FPD ani texty, ktoré
sa v nej vyuzivaju, vsak stale nie si zname pedagdégom v predskolskom a $kolskom vzdelavani.
Jednym z krokov k implementacii je zavedenie kruzku zaloZzenom na tejto koncepcii na zakladnej
$kole v meste na strednom Slovensku. V rovnakom case neexistovali ani vyskumy v oblasti reali-
zovania prierezovych tém na zakladnych a strednych skolach.

Ciel vyskumu

Cielom skimania bolo zistit a opisat, ako mozno v mimoskolskych aktivitach vyuzit filozoficky
text pre deti na ich rozvoj v kontexte prierezovej témy Osobnostny a socidlny rozvoj.

K $pecifickym cielom sme zaradili skimanie postojov, prezivania a spravania participantov po
precitani textu a ndslednej diskusii v kontexte osobnostného a socialneho rozvoja.

Vyskumné otazky

Vzhladom na to, Ze sme zvolili kvalitativne skumanie, ktorého povaha je cirkularna, problemati-
ka formuldcie vyskumnych otdzok sa modifikovala, resp. reformulovali sme ich'> adekvatne vy-
ndrajicim sa témam/kategéridm v transkriptoch diskusii pocas prvotnych analyz. Vyznamnym
aspektom (vzhladom na vyndrajtce sa témy) sa ukdzalo sledovanie kognitivnej, emociondlnej
a behavioralnej stranky deti pocas fungovania krazku, ¢o sa stalo aj suc¢astou otazok.

V sucinnosti s vyskumnym cielom sme sformulovali tieto vyskumné otazky:

1. Aky postoj zaujmu participanti k otazkam viazucim sa na ich osobnostny a socialny rozvoj po
precitani literarneho textu a v priebehu nasledujucej diskusie?

2. Ako ovplyvnuje obsah precitaného literarneho textu a nasledna diskusia k nemu osobnostny
a socialny rozvoj participantov?

12 Katetina HOMOLOVA, Dospivajici mlddez a dvé hodnoty Ctendfstvi, in: Mlddez, hodnoty a volny as, ed. Helena POSPISILOVA,
Olomouc: Hanex, 2010, s. 94.
13 Porov. Roman SVARICEK - Klara SEDOVA a kol., Kvalitativni vyzkum v pedagogickych véddch, Praha: Portdl, 2007, s. 69.
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3. Aky druh literatury, resp. text na diskutovanie navrhuju participanti sami, ked berieme do tva-
hy aspekt osobnostného a socialneho rozvoja?

Vyskumna vzorka

Vyskumnu vzorku tvorili dve skupiny ziakov mladsieho $kolského veku cirkevnej zakladnej skoly
v okresnom meste (do 30 000 obyvatelov) na strednom Slovensku. Z vyskumného hladiska nas
deti zaujimaju ako jedna skupina, z formalneho hladiska (vzhladom na kédovanie textu), sme
skupinu z prvého roka oznacili ako A a druhd ako B. Prva skupina Ziakov absolvovala krazok
v jednom $kolskom roku a druha skupina v dalsSom (2013/2014 a 2014/2015). V skupine A bolo
osem Ziakov §tvrtakov a skupinu B tvorilo devit ziakov, z toho Styria $tvrtaci a pét piatakov. Pre
vysledky nasej studie sme ziakov piateho ro¢nika neeliminovali, pretoze vekové rozdiely partici-
pantov neboli relevantné.

Typ vyskumu a pouzité metody

Na splnenie stanoveného ciela a pri hladani odpovedi na formulované otazky sme zvolili kvalita-
tivny aplikovany vyskum. KedZe sme si v§imali len isté fenomény v ponimani a prezivani partici-
pantov, zvolili sme interpretativnu fenomenologicku analyzu (IPA)."

Zakladnou met6édou bol dialég - jednak rozhovory a jednak diskusie. Okrem tychto dvoch metéd
sme vyuzivali aj tvorivé aktivity participantov, ale vzhladom na ciele tohto prispevku ich elimi-
nujeme.

Priebeh vyskumu

Vyskum sa zacal zavedenim zaujmového krazku. Jeho obsah a priebeh korespondovali s koncep-
ciou FPD.

Uskutocnilo sa 28 stretnuti, vicsina z nich mala klasicku $truktaru, ako sa realizuje vo FPD: za-
¢alo sa ¢itanim textu (v zavislosti od jazyka ho ¢itala vyskumnicka alebo participanti), ak bolo
potrebné, participanti kladli otazky stvisiace s neporozumenim niektorych slov. Nasledovala for-
muldcia otazok na diskusiu. Ide o typ otazok podobny sokratovskym," no kladu ich deti, nie pe-
dagodg (ten v procese diskutovania zastava tlohu facilitatora ¢i koordinatora),' proces ich tvorby
ma svoje kritéria a rovnako aj ich vyuzitie ma vo FPD svoje $pecifika."”

Pocas kruzku si deti mohli zvolit, ¢i chcu otazky tvorit samy, alebo vo dvojici ¢i trojici. Sformulo-
vané otazky pisali na tabulu. Ked boli otazky napisané, tvorcovia ich este raz precitali a vysvet-
lili ostatnym, na ktoru c¢ast precitaného textu otazka reaguje a ¢o otazka znamena. Prave v tejto
Casti sa realizovala uz spomenutd klarifikacia niektorych slov, pripadné preformulovanie alebo

14 Porov. John W. CRESWELL, Qualitative Inquiry & Research Design. Choosing among Five Approaches, London: Sage, 2013, s. 77-83;
taktiez Jonathan A. SMITH - Paul FLOWERS - Michael LARKIN, Interpretative Fenomenological Analysis. Theory, Method and
Research, London: Sage, 2013.

15 Porov. © MiYoung LEE - Hyewon KIM - Minjeong, KIM, The effects of Socratic questioning on critical thinking in web-based
collaborative learning (on-line), in: Education as Change, 2/2014, s. 285-302, dostupné na: https://www-tandfonline-com.proxy-ub.rug.
nl/doi/full/10.1080/16823206.2013.849576, citovdno dne 20. 1. 2020.

16 Na druhej strane problematika sokratovskej otazky ¢i sokratovského dialégu nie je v pedagogike jednozna¢ne zadefinovand. Pri ich
charakteristike sa berd do tvahy rézni autori rdzne aspekty (porov. © Josef PETRZELKA, Sékratovska metoda na internetu, (on-
line), in: Pro-Fil. an Internet Journal of Philosophy, 1/2000, dostupné na: https://www.phil. muni.cz/journals/index.php/profil/article/
view/1509/1782, citovano dne 22. 6. 2020).

17 Porov. Eva ZOLLER, U¢ime déti ptdt se a premyslet. Praha: Portdl, 2012.
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zlulenie otdzok, ak boli takmer zhodné.'®

Priebeh pokracoval po uprave a vysvetleni otazok hlasovanim - volbou jednej z nich podla naj-
vyssieho poctu hlasov. Ak bol dostatok ¢asu diskutovalo sa aj o dalsich otazkach v poradi podla
priradeného poctu bodov.

Od samého zaciatku platili na kruzku isté pravidla, ktoré participanti sami formulovali. Jednym
bolo to, ze hovori iba ten, kto poziada o slovo dohodnutym sposobom, teda Ze si neskaceme do
reci, inym, Ze sa nebudud pouzivat nadavky alebo vulgarne slova, ze sa budeme poctivat a nebude-
me vyrusovat a pod. Pre samotny proces diskusie platilo, ze budeme pouzivat priklady na svoje
tvrdenia, popr. protipriklady, Ze budeme klast dalsie otazky, ze budeme na seba reagovat, ze nebu-
deme odbocovat od témy a pod.

Po kazdej diskusii nasledovala reflexia. Jednak participanti hodnotili, aké otazky kladli, kto na
koho nadvazoval, kto pouzil priklad, kto protipriklad, kto definoval slovo/pojem, ktora otazka
alebo odpoved ¢i reakcia smerovala na angazovanost deti, kto urobil nejaky zaver (syntézu), ¢i sa
odbocilo od témy/otazky, kto na to upozornil a pod.

Na zaver diskusie alebo kruzku participanti hodnotili priebeh, respektovanie pravidiel, vyjadro-
vali svoje prezivanie ¢i postoje vzhladom na aktivity pocas kruzku.

Vsetky aktivity boli zaznamenané na videozaznam, na zaklade ktorého sa tvorili vyskumné data
vychadzajuce z transkriptov a vlastnych poznamok k priebehu krazku aj k praci s transkriptom.
Na vyskumné tcely sme v transkripte zmenili vSetky mend (aj ich podoby) deti s cielom zaru-
¢it anonymitu. Nasledoval proces kddovania a nasledne saturovanie vynarajicich sa tém. Kazdy
riadok transkriptu sme ocislovali a vynarajuce sa témy sme znacili farebne. Nasledne sme vedla
transkriptu utvorili novy stlpec, do ktorého sme pisali uz len farebne vyznacené slové alebo slovné
spojenia. Nasledne sme utvorili dal$i stipec obsahujtici analyzu a v dalsom stlpci sme pisali vlast-
né poznamky zamerané jednak na kontext, postupnost rozvijania tém, ale aj na suvislosti medzi
vynarajucimi sa témami, ako aj poznamky tykajtce sa konkrétnych jednotlivcov.

Text sme citali niekolkokrat a zacali sme sledovat aj vertikdlnu liniu. Utvorili sme nova uroven
kédovania v podobe novych kategérii, ktorym sme priradovali uz utvorené témy. Pocet kategdrii
sa v porovnani s témami zredukoval, kategérie sme nasycovali pocas dal$ieho ¢itania.

V dal$om kroku sme vyuzili program NVivo 10. K tomuto kroku nas viedlo zistenie, Zze mnoho
textu — vypovedi deti mozno zaradit do viacerych kategérii. Takéto spracovanie nam umoznilo
hladanie spolo¢nych tém naprie¢ skimanym transkriptom. Kategorie, ktoré sme utvorili, boli
napriklad emdcie so subkategoriou — kognicia (ked deti o emdciach alebo prezivani hovorili) a be-
haviordlna zlozka (zaznamenavali sme prejavy emocif) a este nizSou kategériou bola klasifikdcia
emdcii. Inou kategdriou bola verbdlna komunikdcia, ktort sme sledovali z lingvistického hladiska,
teda patrili sem subkategorie ako spisovné a nespisovné slova, nadavky, citoslovcia, otazky a pod.
Dal$ou kategériou bolo kritické myslenie a subkategériami boli napr. otazky (toto je priklad, ked
sa jedna téma dostala do dvoch kategorii), definicie, argumenty, priklady, protipriklady a pod).
Inou kategériou bola napr. skola, jej subkategorie — postoje k skole, ucitel, skiisanie, hodnotenie,
spoluziaci... Dalia kategéria obsahovala témy stvisiace so vztahmi atd.

Po ukonceni kategorizdcie a saturacie vsetkych tém sme ziskali mnozstvo dat, ktoré sa stali zakla-
dom pre tvorbu novych vyskumnych problémov a otazok. Jednym z nich bol vztah medzi ¢itanym

18 Povazujeme za potrebné podotknit, Ze formulacia otdzok na diskutovanie robila spociatku detom problémy. Otazky boli bud zatvorené,
alebo mali takd formulaciu, Ze odpoved bola explicitnd na zéklade textu (i$lo predovsetkym o otazky na zapamitanie), resp. tvorcovia
otazok poznali odpovede a cheeli poznat odpovede ostatnych. Bolo potrebné uvadzat priklady na otdzky vychddzajuce z textu a zaroven
nabddajuce k diskusiu. Aktivna t¢ast pedagéga bola v tomto pripade nevyhnutnostou. Asi po mesiaci vSak uz deti dokézali formulovat
otazky rozvijajuce dialdg, resp. diskusiu a samy vedeli zhodnotit, aky typ otazky sformulovali.
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textom a socidlnym a osobnostnym aspektom, teda témou predkladaného prispevku. Vzhladom
na zakladnu vyskumnu otazku sme sledovali aj obohacujtice a osvetlujuce témy." Do procesu
analyzy sme vybrali tie, ktoré sa vztahujui na vyskumné otazky.

Vyuzité literarne texty

Citali sme texty priamo uréené na filozofické diskutovanie, ale v priebehu krtizku sme sa rozhodli
vyuzit aj inu literatiru v zhode s nazormi inych priaznivcov FPD.

Napriek tomu, Ze literatdra z oblasti FPD nevysla v slovenskom preklade a doteraz nebola vydana
ani povodna slovenska tvorba s uvedenym zamerom, rozhodli sme sa ¢itat jednak c¢eské preklady
a jednak sme na t&ely krazku vyuzili aj slovenské preklady éeskych textov. Cesky text &itala vys-
kumnicka, slovenské texty ¢itali participanti. Citali sa knihy Blanka a Jirka® a Lukds a Lenka®' od
P. Laurendeaua, pribehy z roménu Eliska” od M. Lipmana. Dal$im textom bola Hitlerova dcéra®
od J. Frenchovej. Kniha nie je explicitne uréena na FPD, ale obsah a sposob napisania zodpoveda
filozofickym romanom pre deti. Kniha vysla v ¢eskom preklade, ale na potreby kriuzku sme text
prelozili do slovenciny.

Okrem tejto literatiry sme vyuzili aj knihy prelozené do slovenciny, ktoré primarne nie su urce-
né na FPD, ale vzhladom na obsah a zameranie textov sa javili ako vhodné a zo skdsenosti sme
vedeli, ze deti tieto knihy rady éitaju. I8lo i pribehy Zabiakov Kvaka a Clupa (v origindli Frog and
Tod) od A. Lobela?.

Inym zdrojom boli pribehy zajaca Priesemuta a Zabiaka Nulliho od M. Sodtkeho® a rozpravka
o odvahe od L. Pauliho®. Tieto pribehy si v nemcine, preto sme pristupili k moznosti pracovat
s textom prelozenym do slovenciny len na tcely krazku. Participanti dostali slovensky vytlac¢eny
text a knihy s originalnym nemeckym textom boli na zemi uprostred kruhu diskutujiceho spolo-
¢enstva. Uvedené tituly sa vyuzivaju pri realizacii FPD v nemecky hovoriacich krajinach.

Dalsi text, ktory sme pouzili, bol krokom, s ktorym sme viac-menej experimentovali.

I8lo o detektivne pribehy s otvorenym koncom od H. Conrada (2006) Kdo je pachatel?”” Ani tieto
knihy nevysli v slovenskom preklade, no po sktsenosti s ¢itanim ¢eského textu filozofickych ro-
manov sme vyuzili ¢itanie v ¢eStine, s ¢im participanti nemali problém.

Vyber iného textu suvisi s tym, Ze M. Lipman povzbudzoval privrzencov FPD, aby modifikovali
uz napisané (a prelozené texty) vzhladom na kultirny kontext a aby sami pribehy tvorili, ako aj
s tym, Ze v sicasnosti sa objavuju vyzvy siahnut aj po inych textoch, ak sa javia, Ze by praca s nimi
mohla naplnat ciele FPD.?®

19 Porov. SMITH - FLOWERS - LARKIN, Interpretative..., s. 79-103.

20 Porov. Pierre LAURENDEAU, Blanka a Jirka, Ceské Budgéjovice: TF JU, Centrum filozofie pro déti, 2011.

21 Porov. Pierre LAURENDEAU, Lukds a Lenka, Ceské Budéjovice: TF JU, Centrum filozofie pro déti, 2011.

22 Porov. Matthew LIPMAN, Eliska, Ceské Budgéjovice: TF JU, Centrum filozofie pro déti, 2012.

23  Porov. Jackie FRENCHOVA, Hitlerova dcera, Praha: Mlada fronta, 2009.

24 Porov. Arnold LOBEL, Kvak a Cl’up su kamardti, PreSov: Slnie¢kovo, 2008.

25 Porov. Matthias SODTKE, Gibt es eigentlich Brummer, die nach Mohren schmecken? Oldenburg: Lappan, 2011.

26 Porov. Lorenz PAULI, Mutig, mutig, Ziirich: Atlantis, 2006.

27 Porov. Hy CONRAD, Kdo je pachatel? Praha: Portal, 2006.

28 Porov. Lenka MACKU, Filozoficky rozmér literdrniho piibéhu: uplatnéni literdrniho ptibéhu v programu Filozofie pro déti,. Ceské
Budéjovice, 2010. Diplomova prace, Jihoceskd univerzita v Cesk}'fch Budéjovicich, Teologicka fakulta, vedouci prace doc. Ludmila
Muchova, s. 48.
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Tematické analyzy

V analyzach uvadzame len vybraté casti suvisiace s predmetnou problematikou.

Prvou vyskumnou otazkou Aky postoj zaujmii participanti k otdzkam viaZucim sa na ich osobnost-
ny a socidlny rozvoj po precitant literdrneho textu a v priebehu nasledujiicej diskusie? sme sledovali
tie vyjadrenia a reakcie participantov, ktoré su spojené s osobnostnym a socidlnym rozvojom
(dalej OSR). Zamerali sme sa na kognitivny a emocionalny aspekt. Zaujimali nas reflexie, charak-
teristiky, argumentacie, reakcie a pod. V procese kédovania a kategorizacie sa objavili témy, ktoré
sme mohli zaradit aj do cielov OSR: porozumenie sebe a inym, osvojovanie a vyuzivanie zrucnosti
komunikdcie a spoluprdce, uplatfiovanie socidlnych zrucnosti pre riesenie problémov.

Po precitani pribehu o Kvakovi a Clupovi sa rozvinula diskusia na otazku, ¢ je rozdiel medzi spa-
chtosom a lenivcom, po precitani pribehu Odvaha, odvaha deti diskutovali o otazke Preco niektori
robia nerozumné veci? Texty sa deti dotkli osobne, porovnavali sa s postavami, ale vyjadrovali
aj svoje tuzby aj obavy. V. mnohych vyrokoch sa odzrkadlovalo ich vlastné spravanie, ktoré sa
z istého aspektu prejavovalo aj na kruzku. Participant, ktory sa inokedy pocas kriazku vyjadroval
k téme ucenia, Ze sa nerad uci, ze sa mu nechce ucit, pri tejto téme povedal, Ze spachto$ znamena,

v r¢c

Ze ,ni¢ nerobi, ze iba lezi“ (A2929), participant, ktory hovorieval, Ze sa rad hra s autodrahou, sa
k spachto$ovi vyjadril, Ze je to ,,ten kto vstava len cez ovladac® (A2941). Lenivec je podla parti-
cipanta ten, ¢o ,nepohne ani prstom“ (A2965). Iny o sebe povedal: ,,Tak ja som lenivy a vstanem
z postele, ale ked vstanem z postele, tak uz sa premdzem” (A2891), na to participantka zareagova-
la, Ze ,to nemoze, potom nie je lenivy™ (A2904).

Pri téme Odvaha participant zareagoval: ,,Ja by som sa bal skocit do vody“ (B2182).

Po precitani pribehu z Hitlerovej dcéry sa diskutovalo na otdzku ¢i sme na niektoré veci mali a na
niektoré velki. Hovorili o sebe, vyjadrovali sa uprimne a redlne, tak ako sa vnimaju a v akej realite
ziju. Ocakavali sme, Ze pri téme Citania rozpravok sa uz budu povazovat za velkych, no pohlad
participantov na seba bol iny, ako nas predpoklad. Participant uviedol, Ze na ¢itanie rozpravok
nie je maly, lebo ,,...napriklad mas braceka malického, jemu budes rozpravat uspavanku alebo roz-
pravku® (A6508). Iny nie je maly na ¢itanie rozpravok, lebo ,,deti maju vacsiu predstavivost ako
dospeli” (A6547), iny zareagoval, ze ,nie sme na to mali, lebo uz vieme ¢itat“ (A6560).

Aj odpovede na to, ¢i st mali na Soférovanie auta nas prekvapili, pretoze sme ocakavali jedno-
znac¢né ano. V odpovediach deti sa prejavili aj vlastné skdsenosti, ktoré zazili v domacom pro-
stredi: ,,Ano, sme na to mali, ale moZeme $oférovat (A 6750). ,Sme aj tak mali, a ak tak, tak iba
s niekym, ja som kamiénovala s otcom, bol pri mne oco. Malé auto mdzeme“ (A6756).

Aj v otazke zameranej na to, ¢i su mali na to, aby chodili sami do $koly, sa prejavila ich vlastna sk-
usenost: ,,Ja by som $iel aj sam, len mamina ma vozi, lebo ona tu pri $kole robi“ (A6799). ,,Lebo uz
mam 9 rokov a mamina mi od tretej triedy dovolila ist samému, samému.“ ,,Nie sme na to mali, lebo
uz vieme sa — no vieme davat pozor na to, ¢i ide auto, alebo nie. No vieme proste, ako ist“ (A6831).
Po precitani textu knihy Blanka a Jirka zaznela otazka a nasledné reakcie: ,Co znamend, Ze ludia
su rovnaki, a predsa nie sti rovnaki?“ Otazka bola takmer identicka s textom, ktory sa ¢ital, a par-
ticipant, ktory otazku polozil, do nej vlozil velkd nespokojnost: ,, Ale jak to moze byt, ze [udia su
rovnaki, aj ked nie st rovnaki, to nedava zmysel.“ Tato otazka rozprudila velmi zivu diskusiu,
deti ¢asto uvadzali priklady z vlastnej skisenosti: ,,To dava zmysel, lebo ak niekto nema rad nieco
a iny ma rad...“ ,No ale ja som mal tak, ze udia st rovnaki aj nie st rovnaki, a to moze byt ako
su, ked nie su?“ (B3942-3952). ,Tak ja mam spoluziaka a spoluziacku dvojicky. A oni nie su taki
isti, ani vlasy, ani oblecenie, ani tvar tela. Oni sa v tom istom dni a tyzdni a mesiaci narodili. No
st rovnaki, lebo sa narodili, teda st rovnaki v tom, Ze sa narodili v ten isty den, ale nie st rovnaki
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v inych veciach® (B4021-4025). Aj ked sme vedeli, Ze vac¢sina deti je z krestanskych rodin, pri tejto
otazke sme necakali, Ze pouziji ako argument poznatok z nabozenstva: ,,Boh nas vsetkych stvoril
ako Iudi, to akoze sme rovnaki, ale my nie sme rovnaki, lebo sme kazdy iny“ (B4068-4070).

Pri téme o tom, Ze Hitler izoloval Iudi, sa rozvinula diskusia na otazku, koho a prec¢o ludia izoluju:
»1zolujeme chorych od zdravych, aby sa nenakazili ti zdravi a neboli aj oni izolovani, a izolujeme
aj teplo od zimy“ (A9351-9354). ,,Psychicky chorych izolujeme, aby si neublizili“ (A9386). ,,Deti
treba izolovat od pocitaca, ked sa nad nim zblaznia“ (A9417).

S prvou otazkou je spojeny aj ciel OSR rozvoj zdkladnych komunikacnych zrucnosti a s nim je spo-
jena problematika argumentdcie, ktora sa pocas krizku objavila dostatoc¢ne.

V Hitlerovej dcére zaujala deti otazka hry, ktor sa literarne postavy hrali. Participantov téma hry
zaujala a bola sformulovana otazka, ¢i vsetko, co robime, moze byt hrou. Predpokladali sme, Ze deti
budu mat jasne rozliSené, o je hra a ¢o nie je hra, no pocas diskusie sa ukazalo, ze hru spdjaju
so zabavou, a teda ¢innost, ktora je zabavna, je hrou. Na otazku, ¢i je chodenie do $koly hra, par-
ticipant zareagoval: ,,Ano, ked sa tesis, Ze sa tam s niekym hra3.“ Iny dodal: ,,Alebo rozpréavas,”
na Co participant zareagoval: ,,Ale do $koly sa nikdy netesis“ a participantka zareagovala: , Ked je
tam kamardtka spoluZziacka, tak sa tesi§“ (A7637-A7642). Dalsia odpoved bola: ,,Informatika je
v podstate hranie, ale reakcia: ,Neni to hranie, ... lebo tam sa aj u¢ime nie¢o“ (A7675-7686). Na
otazku, ¢i proces ucenia sa v $kole nemoze byt hrou, participanti odpovedali: ,,Mdze,“ ale zaznela
aj odpoved nie, pretoze ,kazdého urcite nebavi ta skola“ (A7723-7727). Z tohto uhla pohladu - Ze
vSetko, ¢o nas bavi, dokazal participant vyvodit zaver, ze: ,VSetko moze byt hrou. Ale nemyslim
také veci, ako vojna, myslim také normalne, Ze vSetko musi byt ako hra (A8015-8016).

Do prvej vyskumnej otazky sme zahrnuli aj problematiku zamerant na socialne zru¢nosti za-
merané na riesenie roznych situdcii. Rozvoj tejto zru¢nosti dostaval priestor po ¢itani textov z de-
tektivnych pribehov. Jedna z otazok bola, ¢i mame pustat cudzich Tudi do bytu a ako riesit, ked
povedia, Ze potrebuju pomoc. Deti st z rodin aj zo $koly ponaucené, ze cudzich [udi neptstame
do bytu a takéto odpovede aj prezentovali: ,,Podla mna neptustame takych, ¢o nepozname, by sme
nemali hocikedy pustat.“ ,,Pretoze nevieme, Ze coho st schopni!® Diskusia vsak priviedla partici-
panta aj k otazke: ,,A ked by prisiel nejaky zraneny clovek z ulice, ktorého nepozname, tplne teda
taky nejaky, ze zraneny?“ Ostatni zostali pri svojom tvrdeni a hladali argumenty, ako ho obhgjit:
»Nie, by som dostal od neho chorobu.“ ,Hm. Tak by som zavolal zachranku a pockal by som.
Nechal by som ho vonku® (B33513-33569).

Druhd vyskumnd otdzka sa viaze na problematiku prezivania a spravania po precitani textov a nd-
slednej diskusii. Zaujimalo nas, ako ovplyviuje obsah precitaného literarneho textu a nasledna
diskusia osobnostny a socialny rozvoj participantov z hladiska emocionalneho a behavioralneho.
Jednym z cielov prierezovej témy, ktory sa viaze na tuto otazku, je usmerriovanie viastného sprd-
vania a emécii. Castou témou po ¢itani bola otdzka pravidiel - jednak tych, ktoré sa spolo¢ne
sformulovali na krazku a jednak pravidiel, o ktorych sa hovorilo v ¢itanom texte.

V pribehu o Hitlerovej dcére sa uvadza, ze platili isté pravidla. Jednou z otazok do diskusie bolo,
aké by to bolo, keby neexistovali pravidla. Participanti reagovali rozne, javilo sa, ze odpovedaji na
zaklade vlastného prezivania, predovsetkym vnimania zakazov a nariadenti: ,,Bolo by to super!*
(A28136), participantka vsak zareagovala: ,Bez pravidiel by to bolo hrozné“ (A8144). Vnimali
sme, ze deti, ktoré mali v §kole problémy so spravanim, spontanne reagovali proti pravidlam, a ti,
ktori boli v $kole dobrymi ziakmi, sa pravidiel zastavali. Pocas diskusie sa v§ak zhodli na tom, Ze
pravidla musia byt, aby sme mohli normalne spolu zit.
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Na kognitivnej trovni participanti prejavili znalosti o pravidlach, ale praktické pravidla stanove-
né na krazku sa ukazali ako problém. Najma akceptacia a neskakanie do reci, obcas pouzivanie
nadavok a prezyvok. Prezivanie nereSpektovania pravidiel pocas samotného krazku vyjadrovali
participanti verbalne a ¢asto aj neverbalne.

S druhou otdzkou suvisi aj téma OSR uprednostiiovanie priatelskych vztahov v triede a mimo nej.
V tejto téme nachadzame prieniky aj s témou porozumenia sebe a druhym. Téma kamaratstva
a otazky s nou suvisiace sa objavili po ¢itani pribehu Mozu byt také masiarky, ktoré chutia ako
mrkva? a rovnako po precitani pribehu z romanu Luka$ a Lenka.

V diskusii sa objavili problematika kamaratstva medzi triedami v $kole a ukazalo sa, Ze pocas
skoly su triedy medzi sebou v nepriatelskom vztahu: ,,Sme nahnevani, ako, ti béci sa so mnou
prestanu kamaratit“ (A12583). »Ano. Kamaratili sa so mnou, hrali sa iba vtedy, ked som mal cuk-
riky“ (A12591). Béci - oni ako keby naschval ich dali do tej béckej triedy a nas tych dobrych dali
do tejto triedy, lebo oni st taki, ktori by sa predali za za, nechaju sa kapit aj za jeden Cips, a nas dali
do takej triedy, kde st ozajstni kamarati. Ja ich volam bejci“ (A12622-12631).

Napriek tomu, Ze OSR neobsahuje problematiku spiritudlnej vychovy, v diskusidch sa objavili aj
témy viazuce sa na tato problematiku: .Po ¢itani textu z knihy Blanka a Jirka, kde vo sne vystupo-
vali rozni bohovia, sa pocas diskusie participant opytal: ,,Ale ja by som chcel vediet, Ze ako sa ten
Boh vola. Ten jeden, v prvom rade ja by som chcel, ktory stvoril Adama a Evu, Ze ako sa vola ten
Boh" (B30777-79).

Odpovede na tretiu vyskumnu otazku sa vztahuju na postoje participantov k citanému textu. Od-
povede sa objavili aj spontanne, ale aj po kladeni otazok, teda v tejto otazke nejde len o analyzu
diskusii. Velmi casto sa deti vyjadrovali k textu pocas reflexie.

Mnohé postoje sme zaznamenali v kategorii Emdcie. Po ¢itani niektorych textov chceli realizo-
vat aktivity, ktoré sa udiali v deji pribehu: ,Budeme sa hrat aj my tato hru?“ (A6459). V pripade
iného textu prejavil participant zaujem o knihu, inokedy povedal, ze napise takyto pribeh sam
a na tvod jedného z krazkov povedal: ,No tak ja som to nieco podobné napisal mame na meni-
ny“ (B16039). Niektori sa vyjadrili k textu hned: ,,A to ste vy napisali tento pribeh? Pacil sa mi“
(A4002) na ¢o vsak dalsi participant zareagoval: ,,Ale bol taky pre dvojrocné deti, pre skolkarov®
(A 4009). V pripade iného textu sa participant vyjadril: ,,Ale to nie je vazny pribeh, to je len vy-
myslanina nejaka, lebo Hitler nemohol mat dcéru, lebo by ju zavrazdil® (A9210). Pocas jedného
krazku participant ukazal na knihu a povedal: ,,Mozno, Ze ju dostanem na narodky. Ja som si ju
vypytal uz na Vianoce“ (B17708-10).

Pri hodnoteni kruzku sa participanti vyjadrovali aj k ¢itaniu: ,,Mala som sa dobre, lebo sme ¢itali
a kreslili“ (A8400). ,,Ja som sa mala dobre, sa mi pacil pribeh...“ ,Mal som sa dobre, lebo sme
kreslili a ¢itali“ (B8276-8283). [Kruzok] ,,sa mi pacil velmi a hlavne kvoli tomu pribehu® (B2387).
»Mne sa pacil tento cely pribeh, cely krazok® (B2392).

K samotnému vyberu textu sa objavili viaceré hodnotenia: Krizok sa detom pacil, lebo ,,sme
¢itali detektivku...“ ,,....aj mne sa preto, pre tie detektivky sa mi to najviac paci“ (17639-17641).
»Pri tych detektivoch sa u¢ime rozmyslat najviac” (B17649). ,Vyborné bolo citanie detektivky®
(B17673). Na otazku, ¢i chct na dal$om stretnuti ¢itat Blanka a Jirka alebo detektivky, odpovedali:
»Detektivky,“ ,, In§pektora,” ,,Detektivne pribehy” (B17720-17728).
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Vysledky

Vietky témy, ktoré sa vynorili jednak pocas dialégov a jednak ktoré sa zacali utvarat pocas kédo-
vania, suviseli s precitanymi pribehmi. Dialogy, ktoré sa viedli v skupine deti, odhalili kognitivnu
a emocionalnu stranku a podporili behavioralne prejavy.

Prva otazka bola zamerana na zistenie, aky postoj zaujmui participanti k otdzkam viaZucim sa na
ich osobny a socidlny rozvoj po precitani textu a ndslednej diskusii. Ukazalo a zaroven sa potvrdilo
to, Ze deti si prinasaju postoje z rodinného prostredia a pri jednotlivych témach ich prezentuju.
Avsak pocas diskusii dochadzalo k istym posunom najmi v kognitivnej oblasti. Samotny text,
ktory sa ¢ital, ¢asto deti in$piroval k uvadzaniu prikladov, argumentov, porovnani aj k tvorbe
dalsich otazok pocas diskusie.

Druha otazka bola nasmerovana na zmenu spravania a prejavované emécie po precitani textu a nd-
slednej diskusii. Zaznamenali sme kratkodobé a individudlne zmeny v oblasti spravania a preja-
vovania emdcii. Z vysledkov tejto druhej otazky sa vyndraju nové otdzky, ktoré by mohli byt
predmetom dal$ich vyskumov: Aky je vhodny text na filozofiu pre deti, aby zaujal vSetkych ¢lenov
skupiny (hladajuceho spolocenstva)? Ukazalo sa, zZe nie vzdy boli vSetky deti vtiahnuté do textu.
Dalsia otdzka by mohla byt nasmerované na skladbu deti v skupine. Javi sa, ze zaujatie pre text
sa odvija jednak od osobnostnych kvalit, ale aj od vzdjomnych vztahov v skupine, ktoré niekedy
poznacili proces ¢itania textu alebo jeho vnimania. Tieto zistenia sa do istej miery vztahuju aj na
tretiu otdzku.

Ak by sme dali prvt a druht otdzku do vztahu s uvedenymi cielmi prierezovej témy Osobnostny
a socialny rozvoj, ukdzalo sa, Ze deti rozumeju problematike vlastnych kompetencii, prav a povin-
nosti a vedia ich odlisit od toho, ¢o patri dospelym. Dokazu posudit aj to, na ¢o st uz dostatocne
zreli v porovnani s mlad$imi detmi. Vedia sa vyjadrovat k otazke budiceho povolania, prejavit
tuzby a postoje. Rozumeju rozdielu pohlavi a ¢iastocne tlohe muza a zeny. Adekvatne veku do-
kazu hladat odpovede a argumenty v prospech svojich tvrdeni. Do velkej miery sa pocas aktivit
odkryval prirodzeny potencial rozumiet sebe a inym.” Témy jednotlivych pribehov a nasledne
sformulované otazky a prebiehajuce diskusie boli z tohto hladiska podporné.

Na druhej strane sa ukdzalo, Ze vedomie obmedzeni a uvedomenie si netispechu alebo nespokoj-
nost s vykonom je prekazkou dalSej ¢innosti. Javi sa, Ze sebaobraz participantov odraza aj postoje
rodic¢ov alebo pedagdgov a deti si ich zvnutornujia.” Tyka sa to najmd moralnej a spiritudlne;
oblasti, ale aj postojov k sebe. V pritomnom okamihu sa ukazovalo nizka viera v to, Ze mézu do-
siahnut zmenu, objavila sa nizka miera sebatcinnosti, co modze suvisiet jednak s problematikou
sebaticty, flexibility, ale aj s malo skisenostami.”

Na kognitivnej irovni ukdzali deti pomerne vysokd mieru porozumenia sebe aj inym, no na dru-
hej strane niektorym problémom nerozumeju. Tyka sa to otdzok, s ktorymi nemaju skusenost,
a novych poznatkov, ktoré vybocuju z ich algoritmov chdpania. Ide o vysledok prevzatych vzorcov
uvazovania, postojov, ale aj navykov z rodinného prostredia, rovnako vsak to moze byt aj nizka
miera kognitivnej empatie.

Z aspektu emocionality a spravania sa ukazala vhodnost diskutovanych tém vyplyvajicich z textu

29 Porov. Carl R. ROGERS, Byt sdm sebou, Praha: Portal, 2015; taktiez Martin E. P. SELIGMAN, Learned Optimism. How to Change Your
Mind and Your Life, New York: Vintage Books, 2006.

30 Porov. Kristina R. OLSON - Carol Sorich DWECK, A Blueprint for Social Cognitive Development, Perspectives on
Psychological Science 3/2008, s. 193-202.

31 Porov. Dale H. SCHUNK, Developing children's self-efficacy and skills: The roles of social comparative information and
goal setting, Contemporary Educational Psychology 1/1983, s. 76-86.
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a ndslednych aktivit. Ak sa detom darilo v aktivitach a v ulohach, na ktorych riesenie prisli, po-
vzbudzovali a navadzali inych, aby sa dostali k rieSeniu. Prejavovali radost z vlastného ndpadu
a zaroven podporovali druhych. Uspech a sprevédzajuce pozitivne prezivanie vytvarali dobru kli-
mu. Na druhej strane sa stavalo aj to, ze ked dokazali navrhovat rieSenia alebo nejaky problém
riesili s ispechom, radost presla do spontanneho postuvania hranic disciplinovanosti a porusova-
nia pravidiel spravania.

Participanti dokazali pomenovat svoje prezivanie, ale problém bol usmernovat emdcie a riesit
problémy sprevadzané emdciami. Stavalo sa, Ze namiesto rieSenia problémov zaujimali partici-
panti obranné alebo impulzivne reakcie ako dosledok toho, Ze tazko prijimali vinu alebo neu-
spech a rovnako aj potrebu (napr. kamarata v skupine).*

Co sa tyka tretej otazky, a teda aky druh literatiry deti preferujti na tvorbu otdzok na filozofic-
ké diskutovanie, napriek tomu, Ze sme overovali vhodnost textov na ¢itanie u rovesnikov este
v predvyskume, neda sa povedat, Ze by zaujali celt skupinu, skdr naopak, vnimali sme, Ze mnohé
texty nie su blizke bud stc¢asnym detom, alebo je problém v tom, ze ide o prekladovu literaturu,
ktora je povodne urcena Citatelom z iného kultirneho prostredia. Deti najviac zaujala literatura,
ktora bola sprevadzana istym napétim, ale aj taka, ktora silno posobila na prezivanie.

Zaver

Vzhladom na to, Ze sa vyskum realizoval pocas volnocasovych aktivit, deti mohli pracovat v ovela
slobodnejsej a uvolnenejsej atmosfére, ako pracuju pocas vyucovania v $kole, ktora navstevuju.
Aj ich prejavy boli autentickejsie. Prejavili sa tak v oblasti kognitivnej, ako aj emocionélnej a be-
havioralnej. Moznosti aplikacie prierezovej témy Osobnostny a socidlnych rozvoj je v tejto forme
edukdcie mnoho, realizacia metodiky FPD sa ukazuje ako vhodna.

Filozofické texty pre deti sa ukazali ako vhodné na tvorbu diskusnych otdzok a nasledné vyjadro-
vanie postojov spojenych s osobnostnym a socialnym rozvojom.

Ako problematické sa ukazuje, ze samotny text nema az taky dosah na zmenu spravania deti, skor
ho ovplyvnuje nasledna diskusia.

Na zaklade nasho vyskumu sa ukazuje, Ze participanti mnoho vedia, dokazu si stat za niektorymi
postojmi a presvedcenim. Vyrazne sa prejavila dominancia kognitivnej stranky nad emocional-
nou a behavioralnou. Deti maju mnoho poznatkov, dokazu na svojej urovni analyzovat, hodnotit,
no maju problém spracovavat emocie a usmernovat spravanie.

Vzhladom na ¢itané texty sa ukazalo, ze nie vSetky tituly boli vhodné. Pri vyjadreniach k lite-
ratdre sa explicitne nevyjadrili negativne k ziadnemu titulu, v diskusiach vsak boli aj negativne
ohlasy. Javilo sa, Ze nie vSetky texty st pre deti putavé.

Pocas citania sa javilo, Ze niektory text participantov nebavil, zaujem bolo potrebné vzbudzovat
pocas diskusie. K detektivnym pribehom sa negativne nevyjadril nikto, naopak, pri moznosti vol-
by boli vsetci jednoznacne za detektivky.

Za pozornost stoji uvazovat nad vhodnostou citanych textov. Matthew Lipman vytvoril texty,
ktoré povazoval za najvhodnejsie. Ako sam vsak uvadza, je potrebné ¢itat pribehy, ktoré st blizke
detom vzhladom na problémy, ktoré samy riesia. Vnimame, Ze takejto (didaktickej) literatury je
v nasom prostredi malo, resp. ziadna. Prekladova literatira uréena na FPD, ktoru sme vyuzili,
sa vSak neukazala ako putava. Ak je literatira vhodny nastroj na rozvoj multidimenzionalneho
myslenia a osobnostny a socialny rozvoj, je potrebné aj v slovenskom prostredi vyuzit tie texty,

32 Porov. Anna BISSIOVA, Viemocné emoce? Jak poznat a zvlddat viastni emoce, Praha: Paulinky, 2014.
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ktorych problémy st aktudlnymi problémami dnesnych deti.

Ak chceme prehlbovat osobnostny a socialny rozvoj, mali by byt texty obohatené prave o tito
problematiku. Povodna literatura je doplnena obsiahlymi metodickymi priruckami. V pripade
vyuzitia vhodnych slovenskych textov alebo tvorby novych textov by bolo potrebné — vzhladom
na ciele literatury na filozofické diskutovanie s detmi - vytvorit aj metodické prirucky k nim.
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The Use of Philosophical Texts in Extracurricular
Activities in the Context of the Personal and Social

Development of Children of Younger School Age’
Gabriela Sarnikova

Abstract: The paper focuses on the issue of the cross-sectional topic Personal and Social
Development in the After-school Activities of Children of Younger School Age when based
on the concept of philosophy for children. In Slovakia, there are supporters of this concept
who strive to implement it into the educational process. The presented text is a part of wider
research, and it represents one of the results of the mentioned efforts.

The aim of the paper is to describe and analyse the course and results of qualitative research
carried out during the after-school activity. We focused on the possibilities of using a philo-
sophical text for children and subsequent discussion in the area of personal and social devel-
opment.

The results of the research showed the suitability of implementing philosophy for children
in conjunction with the cross-sectional theme in this type of non-formal education, as well
as the relationship between the discussion based on the text and the cross-sectional theme.
At the same time, some weaknesses and reservations of the use of philosophical texts for
children were revealed.

Keywords: Personal and social development, philosophy for children, philosophical text, dis-
cussion, after-school activity

Introduction

The issue of reading to and with children has several aspects and intentions. The reading of (ar-
tistic) literature is primarily related to the development of aesthetic feeling, a sense of beauty, or
the formation of taste.” These are also connected to emotional development. Reading literature
influences the development of imagination and supports vocabulary enrichment, communication
skills, and cognitive development. Literary texts, respectively work with it, can also focus on the
formation of critical thinking or on personal and social development.

One of the types of literature is a text written for philosophical discussion with children. Its

1 The contribution is a partial output of the project IGA_CMTF_2018_003 Vyzkumné oblasti v socialni pedagogice na CMTF UP
(Research Areas in Social Pedagogy at Sts Cyril and Methodius Faculty of Theology at Palacky University Olomouc).
2 Cf. Erich MISTRIK, Vstup do umenia, Nitra: Enigma, 1994, pp. 20, 27.
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primary goal is the development of critical, creative, and engaged thinking. However, it also takes
into account social and ethical aspects. Reading philosophical stories for children has a place in
both formal and non-formal education.

Theoretical Background

Philosophical texts, respectively philosophical novels for children are a specific literary type with
a specific purpose.

The first novels were written by Matthew Lipman, the founder of the concept of philosophy for
children (hereinafter referred to as P4C). He looked for a way to help children develop thinking.
He considered literature to be an appropriate tool and wondered what type of literature was ap-
propriate. He came to the conclusion that these should be stories close to children considering
several aspects:

This would have to be something young people would discover for themselves, with little help from
grown-ups. The children in the story would somehow have to constitute a small community of inquiry,
in which everyone shared, at least to some extent, in cooperatively searching for and discovering more
effective ways of thinking. It was my thought that the little band of children in the story could serve as
a model with which the live students in the classroom might identify. Such a portrait, of children living
together intelligently and with mutual respect, might give children hope that such an ideal was feasible.?

In the mentioned conception, such a text and its reading in a group became the starting point for
the subsequent discussion in a group of children which Lipman called a community of inquiry.
Its members work together to find answers to some questions and problems, because only truly
close people, and not just a ‘group of friends, can say without fear that they do not understand
something.*

The discussion has intersections with Socratic dialogue. It does not begin with the analysis of the
term (this part is usually part of the clarification of the question before the discussion itself), even
if the process of defining the terms is usually part of it. The topic of discussion (question) is most
often formulated after reading a literary text — a philosophical story created at P4C.

Working with a philosophical text for children and subsequent discussion appears to be one of the
best ways to develop critical thinking. The issue of this type of reasoning is currently relevant not
only in European countries but also in countries with other cultural and religious backgrounds.®
It is closely related to the development of reading literacy (as well as at an international level)
which expresses the required basic skills of man in receiving and processing information from the
text and their socio-cultural anchoring.

P4C is intended to clarify and deepen thinking that eases decisions. Thus, it supports the devel-
opment of critical thinking. Lipman characterises it as thinking which helps to make a judgement

3 Matthew LIPMAN, On Writing a Philosophical Novel, in: Studies in Philosophy for Children. Harry Stottlemeier’s Discovery, eds. Ann
Margaret SHARP and Ronald F. REED, Philadelphia: Temple University Press, 1992, p. 22.

4  Cf. Matthew LIPMAN, Ann Margaret SHARP and Frederick S. OSCANYAN, Philosophy in the Classroom, Philadelphia: Temple
University Press, 1980.

5 Cf.©SozanH. OMAR, Mastery Level of Critical Thinking Skills for Female Middle School Students in Saudi Arabia, Journal of Educational
& Psychological Sciences 19/4, 2018, pp. 230-258 (online), available at: https://journal.uob.edu.bh/bitstream/handle/123456789/3441/8.
pdf?sequence=1&isAllowed=y, cited 15" November 2019.

6  Cf Méria LALINSKA, Eva STRANOVSKA and Zdenka GADUSOVA, Instruments for Testing Reading Comprehension, IRCEELT 2019:
Proceedings book from the 9" International Research Conference on Education, Language and Literature, ed. Natela DOGHONADZE,
Tbilisi: International Black Sea University, 2019, p. 249.
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as it is criteria-based, self-corrective, and context-sensitive.” Lipman does not stay at that level,
though. He states that it is the development of multidimensional thinking that aims to strike
a balance between reason and emotion, between the perception and conception of notions, be-
tween the physical and the mental element, between elements governed by rules and those not
governed by rules. It is the intersection of critical, creative, and engaged thinking. Critical thinking
looks for reasons (causal and purposeful), and works with the content and scope of the concept,
with judgments, conclusions, definitions, etc. It is intended to prevent quick generalisations and
prejudices. It is based on Aristotle’s logic, and it represents a tool and a stepping-stone for two oth-
er types of thinking. The qualities of creative thinking are originality, productivity, imagination,
independence, experiment, expressiveness, self-transcendence, ingenuity, integrity, etc. Engaged
thinking requires the participation of the emotional sphere, interest in the problem, passion in
solving the problem, and empathy. It is emotional and normative thinking. In practice, these three
types of thinking cannot be separated; it is only a methodological division.

The social and ethical dimension is evident in P4C. On the one hand, the stories address issues
related to the mentioned two levels of life. On the other hand, the discussion itself concerns both
the ethical and social aspects of the groups reality.

In contemporary Slovak (and Czech) education, ethical and social development is an issue that
is incorporated mainly into the cross-sectional theme Personal and Social Development (in the
Czech Republic, Personal and Social Education). The state educational programme enables the
introduction of a cross-sectional theme into teaching as a separate subject, but, most commonly,
its content and goals are implemented across a subject. However, both forms can be combined.
The correct implementation of the cross-sectional theme should contribute to a positive social
climate of the school and good relations.

At the same time, it is a topic that is currently closely linked to the requirements for the develop-
ment of specific professional competencies of teachers. It concerns the competencies focused on
the factors of learning with an effect on the individuality and development of the student’s per-
sonality.®

The objectives of the cross-sectional theme Personal and Social Development® direct a pupil to be
able to:

- understand oneself and others;

- optimally manage one’s own behaviour and expression of emotions;

- favour friendships inside and outside the classroom;

- acquire, use, and further develop skills of communication and mutual cooperation;

- acquire basic presentation skills based on gradual knowledge of one’s assumptions and apply
them in the presentation of oneself and one’s work;

- acquire and apply basic social skills for the optimal solution of various situations;

- respect different types of people, their views and their approaches to problem solving;

- prefer the basic principles of a healthy lifestyle and risk-free behaviour in ones life. *°

7  In the same way competences and key competences are mentioned in the European context, M. Lipman states that it is necessary to
acquire several types of skills during the educational process, one of which is ‘the thinking skills.

8 Cf. Maria LALINSKA and Eva STRANOVSKA, Proposal for a Reference Framework and Tools for the Evaluation of Teachers’
Professional Competences in Slovakia, International Journal of Economic Research 2/2018, pp. 289-298.

9  The goals of the cross-sectional theme Personal and Social Education in the Curriculum in the Czech Republic are also formulated in
a comparable way.

10 © Statny vzdelavaci program — primarne vzdeldvanie (online), available at: http://www.statpedu.sk/files/articles/dokumenty/inovovany-
statny-vzdelavaci-program/svp_pv_2015.pdf, cited 18" March 2019, p. 11.
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Although cross-sectional themes are embedded in curricula, ‘the effectiveness of their work can
be enhanced by relevant extracurricular activities.'' We used this aspect during an after-school
activity which was attended by younger school-age children. After-school activities, as well as the
activities of school facilities in Slovakia, are governed by the educational programme of each fa-
cility, and it is formed by each facility independently of the other. There is only recommended but
not binding content, so the ideas for the topic Personal and Social Development can be inserted in
extracurricular activities with the aim of non-violent and natural acquisition of communication
and other soft or interpersonal skills (also referred to as soft skills), ethical behaviour, and emo-
tional and spiritual development.

The combination of reading philosophical novels and the subsequent discussion during the af-
ter-school activity proved itself to be suitable for fulfilling the goals of the cross-sectional theme
in question.

‘Reading, as an expression of a personal focus on a certain kind of receptive activity, is reflected
in its quantity and quality in the overall way of behaving and acting of a person in all his roles."?
Thus, from the research point of view, we were interested in the relationship between the philo-
sophical text for children (respectively the process of reading, reception, and understanding of
its content, and subsequent discussion) on the one hand and the children’s personal and social
development on the other.

Empirical Part

At the time of the after-school activity realisation and during the empirical research in Slovakia,
several P4C supporters sought to mediate it to the pedagogical academics. The results of efforts to
increase awareness of this concept are visible especially in the academic environment at universi-
ties in Nitra, Ruzomberok, Banska Bystrica and Bratislava in the form of (relatively under-repre-
sented) publishing activities and conference papers, but also, for example, the introduction of an
optional subject of philosophy for children at the University of Ruzomberok intended for students
of preschool and primary education, or a summer school organised by the Faculty of Education,
the University of Matej Bel in Banska Bystrica. However, the concept of P4C and the texts used
in it are still not known to teachers in pre-school and school education. One of the steps towards
implementation is the introduction of an after-school activity based on this concept at a primary
school in a town in central Slovakia. At the same time, there was no research in the field of imple-
mentation of cross-sectional themes at primary and secondary schools.

Research Objective

The aim of the research was to find out and describe how a philosophical text for children can be
used in extracurricular activities for children’s development in the context of the cross-sectional
theme Personal and Social Development.

We included the specific goals of examining attitudes, experiences, and behaviour of the partic-
ipants after reading the text, and the subsequent discussion in the context of personal and social
development.

11 TIbid, p. 10.
12 Katetina HOMOLOVA, Dospivajici mlddez a dvé hodnoty Ctendfstvi, in: Mlddez, hodnoty a volny as, ed. Helena POSPISILOVA,
Olomouc: Hanex, 2010, p. 94.
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Research Questions

Given the fact that we have chosen qualitative research, which is characterised by its circular na-
ture, the issue of formulating research questions has been modified, respectively we reformulated
those questions' according to the emerging topics/categories in the transcripts of the discussions
during the initial analyses. Monitoring the cognitive, emotional, and behavioural side of children
during the functioning of the after-school activity proved to be an important aspect (with regard
to the emerging topics). It also became a part of the questions.

In cooperation with the research goal, we formulated the following research questions:

1. What is the attitude of the participants to the issues related to their personal and social deve-
lopment after reading the literary text and during the following discussion?

2. How does the content of the selected literary text and the subsequent discussion about it affect
the personal and social development of the participants?

3. What kind of literature, respectively the text for discussion, is proposed by the participants
themselves, taking into account the aspect of personal and social development?

The Research Sample

The research sample consisted of two groups of pupils of younger school age attending a Church
primary school in a district town (up to 30,000 inhabitants) in central Slovakia. From the research
point of view, we were interested in the results of all of the children and thought of them as one
unit. From a formal point of view (with regard to text coding), we have marked the group from
the first year as A and from the second as B. The first group of students completed the after-school
activity in one school year and the second group in another (2013-14 and 2014-15). In group
A, there were eight fourth class pupils and group B consisted of nine pupils - four fourth class
and five fifth class pupils. In the results of our study, we did not eliminate the fifth-year children
because the age differences of the participants were not relevant.

Type of Research and Methods Used

We have chosen qualitative applied research to meet the set goal and to find answers to the formu-
lated questions. As we only noticed certain phenomena in the perception and experience of the
participants, we chose interpretive phenomenological analysis (IPA)."

The basic method was dialogue - both conversations and discussions. In addition to these two
methods, we also used the creative activities of the participants. Given the objectives of this paper,
however, we eliminated them.

The Course of Research

The research began with the introduction of the after-school activity. Its content and course

13 Cf. Roman SVARICEK, Klara SEDOVA et al., Kvalitativni vyzkum v pedagogickych véddch, Praha: Portdl, 2007, p. 69.

14 Cf. John W. CRESWELL, Qualitative Inquiry & Research Design. Choosing among Five Approaches, London: Sage, 2013, pp. 77-83; also
Jonathan A. SMITH, Paul FLOWERS and Michael LARKIN, Interpretative Fenomenological Analysis. Theory, Method and Research,
London: Sage, 2013.
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corresponded to the concept of P4C.

There were 28 meetings, most of which had a classic structure (as implemented in P4C). It started
with reading the text. Depending on the language, it was read by the researcher or the partici-
pants. If necessary, the participants asked questions related to understanding some words. This
was followed by the formulation of questions for discussion. It is a type of questions similar to
Socratic ones," but they are asked by the children and not by the teacher (who plays the role of
facilitator or coordinator in the discussion process).'® The process of their creation has its criteria,
and their use in P4C has its specifics."”

During the after-school activity, the children could choose whether they wanted to create the
questions themselves, in pairs, or in a group of three. They wrote the formulated questions on the
board. When the questions were written, the creators read them again. They explained to others
which part of the text relates to which particular question and the meaning of the question. In
this part, the already mentioned clarification of some words, with possible reformulation or the
merging of questions (if they were almost identical), took place.'®

The process continued after the questions were adjusted and explained by voting — by choosing
one of them according to the highest number of votes. If there was enough time, other questions
were discussed according to the assigned number of points.

From the very beginning, certain rules applied to the after-school activity, which the participants
themselves formulated. One of the rules was that only those who asked for a word in an agreed
manner could speak. It also meant that one would not interrupt the speech of another, that swear-
ing or vulgar words would not be used, that they listen to others without disturbance, and so on.
For the discussion process itself, it was true that one would use examples for one’s statements (or
counterexamples), would ask other questions, would react to each other, would not deviate from
the topic, etc.

Each discussion was followed by a reflection. The participants evaluated the asked questions
and reaction sequence. They assessed other points such as who used the example, who used the
counterexample, who defined the word/term, which question, answer, or reaction was aimed at
children’s involvement, who drew a conclusion (synthesis), or deviated from the topic/questions
(and who pointed it out), etc.

At the end of the discussion, the participants evaluated the course and respect to the rules. They
expressed their experiences or attitudes with respect to the activities during the after-school ac-
tivity.

All of the activities were recorded on video. Based on this, research data were created following
the transcripts and notes taken on the course of the after-school activity and on working with the
transcript.

15 Cf.© MiYoung LEE, Hyewon KIM and Minjeong, KIM, The effects of Socratic questioning on critical thinking in web-based collaborative
learning (on-line), in: Education as Change, 2/2014, pp. 285-302, available at: https://www-tandfonline-com.proxy-ub.rug.nl/doi/full/1
0.1080/16823206.2013.849576, cited 20 January 2020.

16 On the other hand, the issue of the Socratic question or the Socratic dialogue is not clearly defined in pedagogy. In their characteristics,
different aspects are taken into account by different authors. (Cf. © Josef PETRZELKA, Sokratovska metoda na internetu, (on-
line), in: Pro-Fil. an Internet Journal of Philosophy, 1/2000, available at: https://www.phil. muni.cz/journals/index.php/profil/article/
view/1509/1782, cited 22" June 2020).

17 Cf. Eva ZOLLER, U¢ime déti ptdt se a premyslet. Praha: Portal, 2012.

18 We consider it necessary to note that the formulation of questions for discussion initially caused problems for the children. The
questions were either closed or worded in such a way that the answer was explicit on the basis of the text (these were mainly questions
to remember), respectively the creators of the questions knew the answers and wanted to know the answers of others. It was necessary to
give examples of questions based on the text and, at the same time, questions which would encourage discussion. The active participation
of the teacher was a necessity in this case. After about a month, however, the children were able to formulate questions with the capacity
to develop dialogues, respectively discussion, and were able to assess for themselves what type of questions they had formulated.



CoriJ[os ) 10
elveritas 5020 56

For research purposes, we changed all the names (including their diminutives) of the children
in the transcript in order to guarantee their anonymity. This was followed by the process of cod-
ing and subsequent saturation of emerging topics. We numbered each line of the transcript and
marked the emerging topics in colour. Subsequently, we created a new column next to the tran-
script, in which we wrote only colour-coded words or phrases. Subsequently, we created another
column containing analysis. In the next column, we wrote our own notes focused on the context,
the sequence of topics development, and the relationship between emerging topics. We included
notes about specific individuals as well.

We read the text several times and started following the vertical line. We created a new level of
coding in the form of new categories, to which we assigned already created topics. The number
of categories was then reduced in comparison with the topics. We filled in the categories during
the next reading.

In the next step, we used the NVivo 10 program. This step was caused by the finding that many
texts — statements of children — can be classified into several categories. Such processing allowed
us to search for common themes across the examined transcript. The created categories were,
for example, emotions with a subcategory - cognition (when the children talked about emotions
or experience) and a behavioural component (we recorded manifestations of emotions). Another
subcategory was the classification of emotions. Also, there was verbal communication, which we
followed from a linguistic point of view, that is, it included subcategories such as formal and infor-
mal words, swearing, interjection, questions, etc. Another category was critical thinking. Subcat-
egories were, for example, questions (this is an example where one topic fell into two categories),
definitions, arguments, examples, counterexamples, etc.). A further category was, for example,
school. Its subcategories include attitudes towards the school, teacher, examination, evaluation,
classmates, etc. And another category contained topics related to relationships, etc.

After completing the categorisation and saturation of all topics, we obtained a large amount of
data. It became the basis for creating new research problems and questions. One of them was the
relationship between the text and the social and personal aspects, that is, the topic of the presented
paper. Due to the basic research question, we also looked at enriching topics and the topics which
ensure clarity."” For the analysis process, we have selected those that relate to research questions.

Literary Texts Used

We read texts which were directly intended for philosophical discussion, but later, in the course of
the after-school activity, we decided to use other literature in accordance with the views of other
P4C supporters.

As the literature in the field of P4C has not been translated to Slovak, and the original Slovak
works with the stated intention have not been published yet, we decided to read Czech transla-
tions and to use Slovak translations of Czech texts for the purposes of the after-school activity.
The Czech text was read by the researcher, the Slovak texts were read by the participants. The
used texts included Grégoire et Béatrice’® and Fabienne et Loic*’ by P. Laurendeau, and stories
from the book Elfie*? by M. Lipman. Another text was Hitler’s Daughter” by J. French. The book

19 Cf. SMITH, FLOWERS and LARKIN, Interpretative..., pp. 79-103.

20 Cf. Pierre LAURENDEAU, Blanka a Jirka, Ceské Budéjovice: TF JU, Centrum filozofie pro déti, 2011.
21 Cf. Pierre LAURENDEAU, Lukds a Lenka, Ceské Budgéjovice: TF JU, Centrum filozofie pro déti, 2011.
22 Cf. Matthew LIPMAN, Eliska, Ceské Budéjovice: TF JU, Centrum filozofie pro déti, 2012.

23 Cf. Jackie FRENCHOVA, Hitlerova dcera, Praha: Mlada fronta, 2009.
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is not explicitly intended for P4C, but the content and way of writing correspond to philosophical
novels for children. The book was published in a Czech translation, but we translated the text into
Slovak for the needs of the after-school activity.

In addition to this literature, we also used books translated into Slovak which were not primarily
intended for P4C. Due to their content and focus, they seemed to be appropriate. We also knew
from experience that children like to read these books. Among these were stories of Frog and Toad
by A. Lobel.**

Another source was the stories of the hare and frog Priesemut and Nulli by M. Sodtke* and a tale
about courage by L. Pauli.?® These stories are in German, so we chose the possibility of working
with a text translated into Slovak for the purposes of the after-school activity only. Participants re-
ceived a printed text in Slovak. Books with an original German text were on the floor in the middle
of the discussion circle. These titles are used in the implementation of P4C in German-speaking
countries.

The next text was more or less an experimental step. It included the open-ended detective stories
by H. Conrad (2006), the Whodunit Crime Mysteries.”” These books have not been published in
Slovak, but after our experience with reading philosophical novels in Czech, we used reading in
Czech. The participants had no problem with this.

The choice of another text is connected to the fact that M. Lipman encouraged the followers of
P4C to modify already written (and translated texts) according to the cultural context and to
create the stories themselves. Another reason for such a choice is the fact that, at present, there
are challenges to use other texts if it appears that working with them could meet the objectives of
pP4C.*

Thematic Analyses

In the analyses, we present only selected parts related to the subject matter.

Via the first research question What is the attitude of the participants to the issues related to their
personal and social development after reading the literary text and during the following discussion?
we monitored those statements and reactions of the participants that are related to personal and
social development (hereinafter PSD). We focused on the cognitive and emotional aspects. We
were interested in reflections, characteristics, arguments, reactions, etc. In the process of coding
and categorisation, topics appeared that we could also include in the goals of PSD: understanding
ourselves and others; acquiring and using communication and cooperation skills; applying social
skills in problem solving.

After reading the story of Frog and Toad, a discussion developed over an issue. The question was
whether there is a difference between a sleepy head and a slouch? After reading the story about cour-
age, children discussed the question: Why do some people do unreasonable things? The children
took the text personally. They compared themselves with the characters, but they also expressed
their desires and concerns. Many statements reflected their own behaviour which, in some re-
spects, was evident during the after-school activity. One participant, who had spoken negatively

24 Cf. Arnold LOBEL, Kvak a Clitp su kamardti, PreSov: Slnieckovo, 2008.

25 Cf. Matthias SODTKE, Gibt es eigentlich Brummer, die nach Mohren schmecken? Oldenburg: Lappan, 2011.

26 Cf. Lorenz PAULI, Mutig, mutig, Ziirich: Atlantis, 2006.

27 Cf. Hy CONRAD, Kdo je pachatel? Praha: Portal, 2006.

28 Cf. Lenka MACKU, Filozoficky rozmér literdrniho ptibéhu: uplatnéni literdrniho p#ibéhu v programu Filozofie pro déti,. Ceské Budéjovice,
2010. Masters thesis, University of South Bohemia in Ceské Budéjovice, Faculty of Theology, thesis supervisor Assoc. Prof. Ludmila
Muchovd, p. 48.
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about the topic of learning before (in the sense that he does not like learning, that he does not
want to learn), described a slouch as someone who does nothing and just lies down’ (A2929).
Another participant, who had expressed his interest in the racetrack before, described a slouch as
‘the one who gets up only through the remote control’ (A2941). According to another participant,
a slouch is the one who does not move a finger’ (A2965). Another one said about himself: ‘So I am
lazy, and I have to get out of bed. When I finally get out of bed, I will overcome myself’ (A2891).
Another participant responded to that statement with the sentence: ‘He cannot do that, because
otherwise he would not be lazy’ (A2904).

On the topic of courage, a participant responded: T would be afraid to jump into the water’ (B2182).
After reading a story from Hitler’s Daughter, it was discussed whether we are too small for some
things and too big for others. The children talked about themselves, and they expressed themselves
honestly and realistically. They said how they perceived themselves, and in what reality they lived.
We expected that they would consider themselves too big for the topic of reading fairy tales, but
the participants’ view of themselves was different from our assumption. The participant stated
that he is not too little to read fairy tales because .. for example, you have a little brother, so you
can tell him a lullaby or a fairy tale’ (A6508). Another one said that he is not too little to read fairy
tales, because children have more imagination than adults’ (A6547). Another responded that ‘we
are not small, because we can read already’ (A6560).

The answers to whether they are too little to drive a car also surprised us, because we expected
a clear ‘yes. The children’s responses also reflected their own experiences at home: ‘Yes, we are
little, but we can drive’ (A 6750). ‘We are still small. We can drive only with someone. I drove a truck
with my father, my father was with me. We can drive a small car’ (A6756).

Even in the question expressing whether they are too small to go to school alone, their own
experience manifested itself: T would go alone, but my mother drives me. She works here at school’
(A6799). ‘Because I am nine, and my mum has allowed me to go alone since the third class’ ‘We are
not small for that, because we already know — we are careful about the coming cars. We just know
how to go’ (A6831).

After reading the text of the book Grégoire et Béatrice, the question ‘What does it mean that people
are the same and yet not the same?’ was asked. The participant’s question was almost identical to
the text, and he expressed great dissatisfaction: ‘But how is it possible that people are the same even
if they are not the same? It does not make sense.” This question sparked a very lively discussion; the
children often gave examples from their own experience: Tt makes sense, because someone doesn’t
like something, and another likes it..” ‘But I thought that people are the same, and also they are not.
Is it possible that they are the same, when they are not?” (B3942-3952). ‘I have classmates, a boy and
a girl, who are twins. And they are not the same. They have different hair, clothing, and body shape.
They were born on the same day, week, and month. So, they are the same, because they were born on
the same day. But, they are not the same in other things’ (B4021-4025). Even though we knew that
most children were from Christian families, we did not expect them to use religious knowledge
as an argument in the case of this question: ‘God created us all as humans. So, we are the same. But
we are not the same, because we are all different’ (B4068-4070).

On the subject of isolating people (Hilter), a debate developed over the question who is isolated,
and why people are isolated by someone: ‘We isolate the sick from the healthy, so that they will not
get infected and isolated, and we also isolate heat from cold’ (A9351-9354). ‘We isolate the mentally
ill to prevent harm’ (A9386). ‘Children need to be isolated from the computer when they go crazy
over it’ (A9417).
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The first question is also connected with the goal of PSD acquiring and using communication and
cooperation skills and with the issue of argumentation which appeared during the after-school
activity sufficiently.

In Hitler’s Daughter, the children were interested in the game played by the literary characters. The
participants were interested in the theme of the game, and the question was formulated whether
everything we do can be a game. We assumed that the children would have a clear distinction
between what is a game and what is not a game. During the discussion, though, it turned out that
they associate the game with fun, and therefore an activity that is fun is a game. When we asked
if going to school is a game, the participant responded: ‘When you are looking forward to playing
with someone there, then yes! Another participant reacted: ‘Or when you can talk to someone’
Then the reply was: ‘But you never look forward to school” And then another participant, a girl,
said: ‘When a classmate, a friend, is there, then you look forward to it’ (A7637-A7642). Another
answer was: ‘Computer lessons are basically a game. Then someone else replied: Tt is not a game ...
because we also learn something there’ (A7675-7686). When asked if the learning process at school
could not be a game, some participants said: It can.’ There were those who said no as well, because
everyone certainly doesn’t enjoy school’ (A7723-7727). From this point of view (i.e., it is everything
that we enjoy), the participant was able to conclude that: ‘Everything can be a game. But I don’t
mean things like war, I mean normal things. These have to be like a game’ (A8015-8016).

We also included the issue of social skills aimed at solving various situations in the first research
question. The development of this skill was given space after reading the parts of the detective
stories. One of the questions was whether we should let strangers into our homes and how to
deal with them when they say they need help. Children are taught by families and in school that
we should not let strangers into the home. Thus, they also presented such answers: T do not think
that we should let strangers inside. ‘Because we do not know what they are capable of” However, the
discussion also led the participant to the question: And if there is an injured strange person from
the street, a very injured person, what to do then?’ The others defended their claims, looking for
arguments to support it: ‘No, I would get the disease from him. ‘So, I would call an ambulance and
wait. I would leave him outside’ (B33513-33569).

The second research question relates to the issue of experiences and behaviour after reading the texts
and subsequent discussion. We were interested in how the content of the used literary text and the
subsequent discussion affect the personal and social development of the participants in terms of
emotional and behavioural aspects.

One of the goals of the cross-sectional theme, which is linked to this question, is to guide one’s own
behaviour and emotions. A frequent topic after the reading was the question of rules - those that
we formulated together in the after-school activity and the ones mentioned in the used text.

The story of Hitler’s Daughter states that certain rules apply. One of the questions in the discussion
was what would it be like if there were no rules? The participants reacted differently. They seemed
to respond on the basis of their own experience, on the basis of the perception of prohibitions and
regulations especially: Tt would be great!” (A28136). But another participant responded: “Without
the rules, it would be terrible’ (A8144). We felt that the children who had behaviour problems
at school reacted spontaneously against the rules. Conversely, those who were good students at
school stood up for the rules. However, during the discussion, they agreed that rules must exist in
order to be able to live together normally.

At the cognitive level, participants showed knowledge of the rules. The practical rules set out
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within the after-school activity, though, became a problem. Especially, it was acceptance, letting
one speak without interrupting, sometimes also the usage of swear words and nicknames. The
participants expressed verbal and often non-verbal experiences of such disrespect during the
after-school activity itself.

The second issue is also related to the topic of PSD, that is, the preference for friendly relationships
in and out of the classroom. In this topic we find intersections with the topic of understanding
oneself and others. The topic of friendship and the questions related to it appeared after reading
the story Can There Be Such Meat Flies That Taste Like Carrots? and also after reading the story
from the book Fabienne et Loic.

The issue of friendship between classes at school emerged in the discussion. It turned out that
during school, classes are hostile to each other: ‘We are angry at each other. Dodos, those from
the other class, stopped being friends with me’ (A12583). ‘Yes. They were friends with me, but they
only played with me when I had sweets’ (A12591). dodos - it looked like they were put in the same
B-class. And us, the good ones, we were put in a different class. Dodos are the ones who would sell
themselves for one potato snack. We were, on the other hand, put in the class where we are real
friends. I call them dodos’ (A12622-12631).

Despite the fact that PSD does not include the issue of spiritual education, topics related to this is-
sue also appeared in the discussions: after reading a text from the book Grégoire et Béatrice, where
various gods appeared in a dream, the participants asked during the discussion: ‘But I would like
to know names of these gods. I would like to know the name of the God who created Adam and Eve’
(B30777-79).

The answers to the third research question relate to the attitudes of the participants towards the
used text. The answers appeared spontaneously but also after asking questions. So, this question
is not just an analysis of discussions. The children very often commented on the text during the
reflection.

Many attitudes were noticed in the Emotions category. After reading some of the texts, the chil-
dren wanted to carry out the activities that took place in the story: Are we going to play this game
too?” (A6459). In the case of another text, the participant expressed interest in the book. At other
times he said that he would write such a story himself. At the beginning of one of the sessions
of our after-school activity he said: ‘Well, I wrote something similar to my mum on her name day’
(B16039). Some commented on the text right away: And you wrote this story? I liked it’ (A4002)
However, another participant responded to it: ‘But it was like something intended for two-year-old
children, for those in kindergartens’ (A 4009). In the case of another text, a participant said, ‘But
this is not a serious story, it is just an invention. Hitler could not have a daughter, because he would
have murdered her’ (A9210). During one session, the participant pointed to the book and said,
‘Maybe I will get it on my birthday. I already asked for it at Christmas’ (B17708-10).

When evaluating the after-school activity, the participants also commented on the reading: T was
fine because we read and drew’ (A8400). ‘I was fine, I liked the story ... ‘[ was fine because we drew
and read’ (B8276-8283). [Regarding the after-school activity] T liked it very much and mainly
because of the story’ (B2387). 1 liked the whole story, the whole after-school activity’ (B2392).
Several evaluations appeared regarding the selection of the text itself: the children liked the af-
ter-school activity, because ‘we read the detective story .... ".. I like it the most for those detective
stories too’ (17639-17641). ‘We learn to think the most with those detective stories’ (B17649). “The
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detective story reading was excellent’ (B17673). When asked if they wanted to read Grégoire et
Béatrice or detective stories at the next session, they answered: ‘Detective stories’, ‘Inspector’
(B17720-17728).

Results

All the topics that arose during the dialogues and also those that began to take shape during the
coding were related to the stories used. The dialogues conducted in the group of children revealed
the cognitive and emotional side and encouraged behavioural expressions.

The first question focused on finding out the attitudes of the participants. These included attitudes
towards the issues related to their personal and social development after reading the text and the
subsequent discussion. It has been shown and confirmed at the same time that children bring
attitudes from the family environment and present them when thinking about individual topics.
However, during the discussions, there were some shifts, especially in the cognitive area. The text
itself often inspired the children to give examples, arguments, comparisons, and to create other
questions during the discussion.

The second question was aimed at changing behaviour and expressing emotions after reading the
text and subsequent discussion. We have noticed short-term and individual changes in behaviour
and the expression of emotions. From the results of this second question, new questions arise
that could be the subject of further research: What is the appropriate text concerning philosophy
for children if one wants to engage all members of the group (seeking community)? It turned out
that not all of the children were always involved in the text. Another question could be directed
towards the composition of the children in the group. It seems that interest in the text stems both
from personality qualities as well as from the mutual relationships in the group. Relationships so-
metimes marked the process of the reading of the text or its perception. To a certain extent, these
findings also apply to the third question.

If we relate the first and second questions to the stated goals of the cross-sectional theme of Personal
and Social Development, it turns out that children understand the issues of their own competencies,
rights, and responsibilities. They can distinguish them from those which belong to adults as well.
They can also assess the activities for which they are mature enough compared to younger children.
They know how to express themselves on the question of their future profession and express their
desires and attitudes. They understand the difference in gender and, partly, the role of men and
women. Appropriately to their age, they are able to look for answers and arguments in favour of
their claims. To a large extent, the activities revealed a natural potential to understand oneself and
others during the activities.”” The topics of the individual stories and the subsequently formulated
questions and the ongoing discussions were supportive in this respect.

On the other hand, awareness of limitations and awareness of failure or dissatisfaction with one’s per-
formance has been proven to be an obstacle to further action. It seems that the self-image of the
participants also reflects the attitudes of parents or teachers, and the children internalise them.*
This applies especially to the moral and spiritual realm but also to attitudes towards oneself. At
specific moments, there was little belief that they could achieve change. A low level of self-efficacy

29 Cf. Carl R. ROGERS, Byt sdm sebou, Praha: Portal, 2015; also Martin E. P. SELIGMAN, Learned Optimism. How to Change Your Mind
and Your Life, New York: Vintage Books, 2006.
30 Cf. Kristina R. OLSON and Carol Sorich DWECK, A Blueprint for Social Cognitive Development, Perspectives on Psychological Science

3/2008, pp. 193-202.
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appeared which may be related to the issue of self-esteem, flexibility, but also with little experience.”
At the cognitive level, the children have shown a relatively high level of understanding of them-
selves and others, but, on the other hand, they do not understand some problems. This concerns
issues which they have no experience with, and new knowledge that deviates from their algo-
rithms of understanding. It is the result of adopted patterns of thinking, attitudes, but also the
habits from the family environment. It can be caused by a low level of cognitive empathy as well.
The aspect of emotionality and behaviour showed the suitability of the discussed topics resulting
from the text and subsequent activities. When the children succeeded in the activities and tasks
and found a solution, they encouraged and guided others to come up with it as well. They showed
joy with their own idea and, at the same time, supported others. Success and the accompanying
positive experience created a good climate. On the other hand, when they were able to propose
solutions or solve a problem successfully, the joy turned into the spontaneous act of pushing the
boundaries of discipline and violation of the rules of behaviour.

The participants were able to name their experiences, but the problem was to direct emotions and
solve problems accompanied by emotions. Sometimes, instead of solving problems, participants
engaged in defensive or impulsive reactions, as it was difficult for them to accept guilt or failure as
well as a need (for example, of a friend in a group).*

As for the third question, that is, what kind of literature children prefer to create questions for
philosophical discussion, although the texts for reading and their suitability is verified by peers
in pre-research, it cannot be said that they would be interesting for the whole group. We found
out that many texts do not connect with today’s children, or they are translated literature that
was originally intended for readers from other cultural backgrounds. The children were most
interested in the literature which was accompanied by a certain tension, but also in the one that
had a strong effect on experiencing.

Conclusion

Due to the fact that the research was carried out during free time activities, the children were
able to work in a much freer and more relaxed atmosphere than they do during the education
process at their school. Their behaviour was also more authentic. They manifested themselves
in the cognitive, emotional and behavioural areas. There are many possibilities of application
of the cross-sectional theme of personal and social development in this form of education. The
implementation of the P4C methodology proves to be suitable.

Philosophical texts for children proved to be suitable for the creation of discussion questions and
the subsequent expression of attitudes connected with personal and social development.

The aspect that the text itself does not have such an impact on changing children’s behaviour turns
out to be problematic. Rather, behaviour is influenced by the subsequent discussion.

Our research shows that participants know a lot, and that they can fight for some attitudes and
beliefs. The dominance of the cognitive side over the emotional and behavioural side was signif-
icant. Children have a lot of knowledge (they can analyse, evaluate at their level), but they have
a problem to process their emotions and guide their behaviour.

Given the used texts, it turned out that not all titles were appropriate. When commenting on the

31 Cf. Dale H. SCHUNK, Developing children’s self-efficacy and skills: The roles of social comparative information and goal setting,
Contemporary Educational Psychology 1/1983, pp. 76-86.
32 Cf. Anna BISSIOVA, Viemocné emoce? Jak poznat a zvlddat viastni emoce, Praha: Paulinky, 2014.
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literature, the children did not explicitly express a negative opinion regarding any title, but there
were negative responses in the discussions. It seemed that not all texts were attractive to children.
During the reading, it seemed that some of the texts were not enjoyable for the participants.
Their interest needed to be aroused during the discussion. Nobody commented negatively on
the detective stories. On the contrary, when the choice was possible, everyone clearly voted for
detective stories.

It is worth considering the appropriateness of the used texts. Matthew Lipman created the texts
which he considered most appropriate. However, he himself states that it is necessary to read
stories that are close to children considering the problems they solve themselves. We perceive that
there is little (didactic) literature in our environment, respectively none. However, the translated
literature for P4C that we used did not prove to be engaging. If the literature is a suitable tool for
the development of multidimensional thinking and personal and social development, it is neces-
sary to use texts which contain current problems of today’s children in the Slovak environment.
If we want to deepen personal and social development, the texts should be enriched with this very
issue. The original literature is supplemented by extensive methodological manuals. In the case of
the use of suitable Slovak texts or the creation of new texts, it would be necessary — given the goals
of the literature for philosophical discussions with children - to create methodological manuals
for them as well.
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Popelka a jeji pravé ja:

Narativnost jako ztraceny strevicek nabozenského
vzdélavani

Tomas Cyril Havel

Abstrakt:

Pfispévek nabizi vhled do v ¢eském prostiedi ne Uplné obvyklého diskurzu reflektujiciho kom-
plementaritu nabozenstvi a pohadky. Poukazuje na pfitomnost pohadkovych motivu v bib-
lickych textech a ndbozenskych motivl v pohadkach. Oboji dokresluje v kontextu kfestan-
stvi komentar k pohadce bratii GrimmU O Popelce. Vzhledem k ndboZenskopedagogickému
diskurzu pak zve k narativhimu obratu v nabozenském vzdélavani, pojmenovava konkrétni
dlsledky pro praxi a ukazuje na moznost rozvijeni vztahu mezi ndbozenskym vzdéldvanim
a pohadkou.

Klicova slova: NaboZenské vzdélavani, pohadky, Popelka, identita, existencidlni frustrace, na-
rativni vzdélavani

Pohadky jsou typem literatury, bez kterého si lze vzdélavani jen stézi predstavit.! Jsou v jistém
smyslu praptivodnimi formami, kterymi jedna generace predavala té druhé zivotni moudrost,
a zdroven idedlnimi didaktickymi ndstroji, které v obrazném pribéhu sdéluji modely prikladného
jednani,® napt. nedtivérovat cizim lidem jako Karkulka nebo neotevirat neznamym dvere jako
kazlatka.

Pohadky vsak nejsou jen pribéhy pro déti.* Maji co fici i dospivajicim a dospélym. Dulezité je
porozumeét jejich feci a ¢ist ¢i vypravét je optikou ,,druhé naivity“*

Na fenomén pohadek a misto narativity ve vzdélavani nahlizim jako nabozensky pedagog.” Tedy
z pohledu oboru,® ktery spojuje poznatky spolecenskovédnich a teologickych disciplin a pta se

1 Tradi¢ni pohddky spoluutvafi nasi kulturu a otdzkami spojenymi s jejich existenci se zabyvé rada védnich obort, jakymi jsou napt.
literarni védy, etnografie, psychologie, ale také pedagogika a teologie.

2 Kathrin POGE-ALDER, Mirchenforschung. Theorien, Methoden, Interpretationen, 3. vydani, Tibingen: Narr Francke Attempto, 2016.

3 Vjistém smyslu je Zadouci, aby se - a idedlné tomu tak je — uskute¢nil pfechod mezi prvni a druhou naivitou, jak o ni hovoti napt. Paul
Ricoeur nebo v navaznosti na ného Hubertus Halbfas a jini.

4 Prostfednictvim ,,druhé naivity, Paul Ricoeur o ni hovoii jako o ,,druhém kopernikovském obratu®, ma ¢lovék znovu zakouset svét jako
celistvou skute¢nost. Ursula I. MEYER, Paul Ricouer. Die Grundziige seiner Philosophie, Aachen: Ein-Fach Verlag, 1991, s. 111.

5  Kathrin Pége-Alder hovoti o fadé disciplin, které se porozuménim pohadkdm zabyvaji. Vedle literarni védy, etnografickych studii nebo
psychologie uvédi také teologii a pedagogiku. Vice viz POGE-ALDER, Mdrchenforschung...

6  Nabozenska pedagogika je disciplina pohybujici se na pomezi mezi pedagogikou a teologii. Cile, obsahy, metody a instituce nabozenské
vychovy a vzdélani zdtvodiiuje pedagogicky. Teologie je vak pro ni metapedagogickou védou, z niz odvozuje svoje zakladni principy.
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na ¢lovéka v procesu uceni s tim, Ze pocita napriklad také s potencidlem tradice kiestanské viry,
se zkuSenosti déjin kiestanstvi nebo velkymi pribéhy setkani ¢lovéka s Bohem a Boha s ¢lovékem,
zachycenymi napf. v biblickych textech.’”

Problematika vzajemné provazanosti biblickych textd a tradi¢nich pohadek pfitom neni nécim
neobvyklym. Pojmenovavaji ji badatelé jako Dietz-Riidiger Moser,® Katalin Horn,” Otto Betz"
nebo Heinrich Dickerhoft."! Podobné neni né¢im novym ani problematika narativity v (nabozen-
ském) vzdélavani.'?

Prispévek tematizuje nékteré zakladni formy komplementarity mezi nabozenstvim a pohadkou
(1), exemplifikuje ji v kontextu kfestanstvi prikladem analyzy pohadky O Popelce (2) a shrnuje
argumenty ke znovuobjeveni vyznamu narativnosti v ndbozenském vzdélavani (3). Interdiscipli-
narita prispévku chce podnitit dalsi diskuzi o dasledcich narativnosti v nejsir$im smyslu slova pro
konkrétni praxi nabozenského vzdélavani. Jeho zamérem je proto také pro potreby této diskuze
analyticky zhodnotit dostupnou zahrani¢ni i domaci literaturu, a vnést tak do ceského prostredi
téma, které je co do mnozstvi odbornych text ,,popelkou”. Zaroven vsak je narace nedilnou sou-
¢asti nabozenského vzdélavani a jen stézi si jej 1ze bez ni predstavit.

1. NabozZenstvi a pohadka

Stavét vedle sebe pojmy ndbozenstvi a pohadka je v jistém smyslu (a v jistych kruzich) zavadéjici
a provokativni. ,Pohadky jsou pro déti a nabozenstvi také® — je jeden typ reakci. ,Nabozenstvi neni
zadna pohadka a biblické texty tim spiSe. Postavit tato dvé slova vedle sebe je nepfipustné’ — tak
znéji reakce z druhé strany. Rada renomovanych autort na tomto poli'* upozoriuje, ze zminény
zavér je prili§ povsechny a povrchni.

Priikopnik kritiky literarnich druht v biblické exegezi Herman Gunkel (1862-1932) datuje po-
hadku jako literarni formu do jesté starsi doby nez myty, mohla by tedy podle néj pivodnéji
»zprostiedkovavat konkrétni motivy a texty“'*. Za takové nasledné povazuje napt. Jakobiv boj
(Gn 32,23-32)." Mezi dalsi biblické texty blizké literarni formé pohadky'® je mozné zaradit pri-
béh o narozeni Mojzise (Ex 1,1-2,10), povolani Samuela (1S 16,4-13), zapas Davida s Goliasem

Vedle ostatnich humanitnich a socidlnich véd je teologie také jeji véda vztaznd. Vede s nimi kriticky dialog a dodava nové pohledy
aimpulsy. Je to obor, ktery dnes uz neni definovan jen konfesnim zakotvenim v konkrétni cirkvi, ale vénuje se ndbozenskému vzdélavani,
mezindbozenskému dialogu, respektu, lidské diistojnosti... nebo $ifeji také spiritudlnim nebo duchovnim projeviim ¢lovéka a jeho

7 Reinhold BOSCHKI, Einfiihrung in die Religionspidagogik, 3. vydani, Darmstadt: WBG, 2015.

8  Dietz-Riidiger MOSER, Christliche Marchen. Zur Geschichte, Sinngebung und Funktion einiger ,Kinder- und Hausmarchen®
der Briidder Grimm, in: Gott im Mirchen, ed. Jirgen JANNIG, Kassel: Roth, 1982, s. 92-113; Dietz-Riidiger MOSER, Mairchen als
Paraphrasen biblischer Geschichten. Anmerkungen zu einigen Kinder- und Hausmarchen der Briider Grimm, Mdrchenspiegel 1/2004,
s. 3-8.

9  Katalin HORN, Gemeinsame Themen und Motive in der Bibel und in den Mirchen, in: Bibel und Mdrchen, ed. Marie Anna BALMER-
AEBI, Winterthur: SMG, 2002, s. 9-19.

10 Otto BETZ, Der abwesend-anwesende Gott in den Volksmirchen, in: Gott im Mdrchen, ed. Jirgen JANNIG, Kassel: Roth, 1982,

s. 9-24.

11 Heinrich DICKERHOFE, Christentumund Zaubermirchen, Mdrchenspiegel 3/1999,s.90; Heinrich DICKERHOFE, Seelenverwandtschaft:
Wie Mirchen und Religion sich wechselseitig erschlieflen, Mdrchenspiegel 1/2004, s. 20-23.

12 Thorsten KNAUTH, Erzéhlen im Klassenzimmer. Wenn SchiilerInnen aus dem Leben berichten, in: Religionsunterricht aus
Schiilerperspektive, eds. Thorsten KNAUTH - Sibylla LEUTNER-RAMME - Wolfram WEISSE, Miinster: Waxmann, 2000, s. 95-116;
Wolfgang KRAUS, Das erzihlte Selbst. Die narrative Konstruktion von Identitit in der Spdtmoderne, Herbolzheim: Centaurus, 2000.

13  Dietz-Riidiger MOSER, Katalin HORN, Otto BETZ, Heinrich DICKERHOFF a jini.

14 POGE-ALDER, Mirchenforschung..., s. 268. V &estiné se otdzce vykladu textt vénuje napt. Petr POKORNY, Hermeneutika jako teorie
porozuméni. Od zdkladnich otdzek jazyka k vykladu bible, Praha: Vysehrad, 2005.

15 Hermann GUNKEL, Das Mdrchen im Alten Testament, ptivodni vydani 1917, Frankfurt am Main: Athendum, 1987, s. 66.

16 Striktné vidéno, jsou uvedené piiklady, co se literarniho druhu tyka, spiSe legendami, které pro priblizeni historické udalosti uzivaji
literarni formu feéi pohddek.
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(1S 17,1-58), ptibéh Jezisova narozeni (L 2,1-19), zazracny rybolov (L 5,1-11), uzdraveni slepého
(J 9,1-41), nasyceni zastupti (J 6,1-15) nebo vzkiiSeni Jairovy dcery (L 8,40-56). V Bibli se s po-
hadkou jako literarnim druhem setkdme castéji, nez bychom predpokladali. To neznamena, Ze
biblické texty ,,jsou pohadkou®. Zatimco pohadky vypravéji o zazracich jaksi samoziejmé, pouka-
zuji zazraky v biblickych textech na Bozi moc, jak piSe Horn."” Pohadky jsou zhusténé zkusenosti
minulych generaci, biblické ptibéhy jsou vyzvy budoucnosti s eschatologickym rozmérem.'
Vedle rozdilnosti vSak pohadky a biblické texty vykazuji fadu podobnosti. Napriklad Otto Betz
upozornuje, Ze pohadky sice nepodavaji zpravu o Bohu, ale podobné jako biblické texty zpro-
sttedkovavaji porozuméni svétu s jeho velikosti a ,,spolehlivym fadem®' Spole¢nym tématem
jak biblickych textd, tak pohadek je dale jejich zabyvani se zakladnimi tématy jako nedostatek,
nespravedlnost, porusenost.”” V pohadkach i biblickych textech je kone¢né ¢lovék predstavovan
jako ten, ktery potfebuje zachranu, vykoupeni.*

V mnohych pohadkach se setkdvame s explicitnimi nabozenskymi motivy, napt. pohadka bratri
Grimm? Mariino dité nebo okruh ptibéhi z dob, ,,kdy chodil Pan Jezi$ s Petrem po svété“ (Boze-
na Némcova). ,,Vétsina pohadek vznikla v dobach, kdy nabozenstvi bylo velmi dulezitou soucasti
zivota, takze se ndbozenskymi tématy pfimo nebo nepfimo zabyvala. Pfibéhy Tisice a jedné noci
jsou plné odkazli na islamské nabozenstvi. Nejedna zapadni pohadka ma nabozensky obsah, ale
vétsina jich je dnes zapomenuta a $ir§$imu okruhu lidi neznama pravé proto, ze v mnohych z nas
nabozenska témata nevyvolavaji smysluplné obecné ¢i osobni predstavy,“** uvadi vyznamny ba-
datel Bruno Bettelheim.

Z pohledu nabozenské pedagogiky je komparace pohadky a nabozenstvi jesté podstatnéjsi. Oboji
pojmenovava hrani¢ni Zivotni situace a z nich vyplyvajici zkusSenosti, a efektivné tak prispiva
k osobnimu zrani. Bettelheim jako vychovatel a détsky terapeut pise, ze ,,dnes i v dobach minu-
lych je nejdulezitéjsim ukolem pfi vychové ditéte pomoci mu nalézt zivotni smysl,“* a potencial
nabozenské tradice vzhledem k otazce smyslu Zivota pokladal za neopomenutelny.** Nebo na ji-
ném misté: ,,Odpovida-li vypravéni tomu, co dité proziva ve svém nitru — coz realistické vypravé-
ni pravdépodobné nedokaze - ziskava pro dité emocionalni kvalitu ,pravdy”“* Dulezitost hledani
zivotniho smyslu vzhledem ke zku$enosti ,.existencialni frustrace“* v hrani¢nich situacich tema-
tizoval i Viktor Frankl. Paul Tillich hovofi o tom, zZe existencialni uzkost je uzkost ontologicka
a neni mozné ji odstranit, musi byt zahrnuta do odvahy byt.”” S touto ,existencialni frustraci®
bychom mohli dat do souvislosti i nejkratsi definici nabozenstvi nedavno zesnulého katolického

17 HORN, Gemeinsame..., s. 14-15.

18 Srov. Ingo BALDERMANN, Uvod do biblické didaktiky, Jihlava: Mlyn, 2004, s. 84.

19 BETZ, Der abwesend-anwesende Gott...,s. 11.

20 Srov. DICKERHOFFE, Christentum..., s. 90; HORN, Gemeinsame..., s. 11.

21 Lutz ROHRICH, Erlésung, in: Enzyklopédie des Mirchens. Handwérterbuch zur historischen und vergleichenden Erzihlforschung,
4. svazek, Berlin: De Gruyter, 1984, s. 195-222.

22 Bruno BETTELHEIM, Za tajemstvim pohddek, Praha: Portdl, 2017, s. 22.

23 BETTELHEIM, Za tajemstvim..., s. 10.

24  Georg MILZNER - Michael UTSCH, Religiose und spirituelle Sinnsuche in der Psychotherapie: Georg Milzner und Michael Utsch im
Gesprich mit Uwe Britten, Gottingen: Vandenhoeck — Ruprecht, 2019.

25 Bruno BETTELHEIM, Kinder brauchen Mdrchen, 5. vydani, Miinchen: DTV Verlag, 1982, s. 276.

26 Pojem uziva napt. Viktor Frankl ve smyslu nenaplnéni zakladni lidské potteby, kterou je touha po smyslu. Frankl hovoti o tom, Ze pokud
neni touha po smyslu naplnéna, vede to od frustrace az k existencialnimu vakuu. Clovék zaéina pochybovat o smyslu své existence
a nakonec o smyslu Zivota viibec. Viktor Emil FRANKL, Clovek hledd smysl: Uvod do logoterapie, Praha: Psychologické nakladatelstvi
J. Kocourek, 1994.

27 Srov. Pavel TILLICH, Odvaha byt, CDK Brno, 2004.
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teologa Johanna Baptisty Metze®, ktera zni: ,,Unterbrechung.“*® Jarni mésice roku 2020 vyznam
toho slova jen podtrhly.”

Relevantnost nabozenskopedagogického priblizeni se vztahu pohadek a nabozenstvi zdtivodnuje
také fenomén narativnosti, prostiednictvim které jsou predavany a tradovany. Narativnost a jeji
pfinos pro konstrukci identity pojmenovava se vsi filozoficko-lingvistickou preciznosti Paul Ri-
coeur.”’ Heinz Streib se pak pokousi tento pojem implikovat na nabozenskopedagogickou rec
o identité a vzdélavani. Svij text uvadi slovy: ,,Nabozenstvi ukryva poklad symbolt a pribéha.
Symboly a pribéhy jsou vyznamnym prostfednikem, diky kterému je nabozenstvi schopné prispi-
vat k utvareni ¢asu.“** S odkazem na Johanna Baptistu Metze® pise Streib o diisledcich situaci, kdy
se lidé nechaji oslovit nabozenskymi obrazy a pribéhy, cirkev se tak realné stava ,vzpominajicim
a vypravéjicim (si) spolecenstvim™*, ve kterém se lidé stavaji ,,subjekty pribéhu“*. Predznamena-
va tak jeden z konkrétnich dasledka narativniho obratu pro (nabozenské) vzdélavani.

Konkrétni vzdélavaci potencial pohadek a miru blizkosti nabozenskému vzdélavani ukaze pri-
klad analyzy jedné klasické pohadky.

2. Prillom Popelcina pravého ja

Jednou z podob Franklem tematizované ,.existencidlni frustrace® je i dospivani. Paul Tillich doda-
va, Ze adekvatnim zptisobem nakladani s frustraci neni jeji odstranéni, ale Ze ,,musi byt zahrnuta
do odvahy byt“ To je konkrétni potencial pohadky O Popelce pro dospivani mladych lidi, ktera
dale prispiva k porozuméni vyznamu krestanstvi pro zivot ¢lovéka.

2.1. Fenomén ,,popelky“ v Bibli a kfestanstvi

Nejstarsi pisemné dochovany zdznam motivu vyvoleni, ktery je vyrazny také v pohadce O Popel-
ce najdeme v 1S 16,4-13, kde se vypravi o proroku Samuelovi, ktery v Betlémé prinasi obét Bohu,
a k ni je pfizvan i Jidaj a jeho synové.’* Samuel ma jednoho z nich z Boziho povéfeni pomazat
kralem. Prvni pfed Samuela predstoupi Eliab, muz dobrého vzhledu a vysokého vzristu, takze si
sam Samuel pomysli - to je on, je vSak upozornén, aby nehledél na vnéjsi vzezieni. Poté pristoupi
Abinadab a po ném dalsi a dalsi, nakonec v§ech sedm synti Jisajovych. Pak se Samuel Jisaje zepta,
zda to skutecné jsou vsichni jeho synové, a dostane se mu odpovédi, Ze je jesté jeden, ktery pase

28  Zil v letech 1928-2019. Patti k vyznamnym teologéim obdobi po druhém vatikdnském koncilu a proslul predeviim svym teologickym
konceptem ,,compassio“. Johann Baptist METZ, Memoria passionis: ein provozierendes Geddchtnis in pluralistischer Gesellschaft, Freiburg
— Basel — Wien: Herder, 2006.

29 Doslova prelozené jako ,,preruseni®

30 Velkym tématem pandemie koronaviru byla védomd nebo nevédomd, v kazdém pripadé globdlni, zkusenost kiehkosti a zranitelnosti
lidstva. Co se zdélo byt odolnym, se ukdzalo jako kiehké, zranitelné, smrtelné. O zranitelnosti naseho téla, naseho zdravi jsme samoziejmé
védeli, ale virus pred nas postavil nové védomi permanentniho ohrozeni. Ur¢ity specificky existencidlni strach, na ktery jsme mozna
od dob svého détstvi zapomnéli, se znovu ptihlésil ke slovu. A nejen to. Debaty o moznosti se setkdvat, odfeknutd kulturni predstaveni
nebo zékaz bohosluzeb odhalily kfehkost a zranitelnost socidlniho souziti jako takového.

31 Paul RICOEUR, Narrative Identitét, in: Heidelberger Jahrbiicher, svazek 31, ed. Elmar MITTLER, Berlin - Heidelberg, 1987. Ricoeurtiv
pojem narativni identity pojmenovéava hermeneuticky pfistup prekracujici ndbozenskou perspektivu, kterou vsak zahrnuje.

32 Heinz STREIB, Erzéhlte Zeit als Ermoglichung von Identitdt: Paul Ricoeurs Begriff der narrativen Identitit und seine Implikationen fiir
die religionspadagogische Rede von Identitat und Bildung, in: Religion und die Gestaltung der Zeit, eds. David GEORGI - Hans-Glinter
HEIMBROCK, Weinheim: Kok, 1994, s. 181-201, zde s. 181.

33 Johann Baptist METZ, Glaube in Geschichte und Gesellschaft. Studien zu einer praktischen Fundamentaltheologie, Freiburg — Basel -
Wien: Herder, 2016.

34 Erinnerungs- und Erzihlgemeinschaft.

35 Srov. STREIB, Erzihlte Zeit...,s. 181-201.

36 Dalsim motivem ve Starém zédkoné je pfibéh Abrahamuv. Martin BAUSCHKE, Abraham und Aschenputtel: Briickenschlag zwischen Bibel
und Mdrchen, Stuttgart: Radius, 2006; nebo pfibéh Kaina a Abela ¢i Jakoba a Ezaua. BETTELHEIM, Kinder..., s. 275-324.
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ovce. Samuel tedy nechd zavolat i jej, a kdyz spatfi toho nejmladsiho, zrzavého kluka, pozna, Ze on
je tim, koho ma pomazat kralem v Izraeli. ,Hospodin vsak Samuelovi fekl: ,Nehled na jeho vzhled
ani na jeho vysokou postavu, nebot ja jsem ho zamitl. Nejde o to, jak se diva ¢lovék. Clovék se diva
o¢ima, Hospodin vsak hledi srdcem™ (1S 16,7).”

V Novém zakoné je clovékem pozvednutym z prachu k distojnosti Maria, na kterou Bth shlédl
jako ,,na svou nepatrnou sluzebnici®, aby se stala JeziSovou matkou (L 1,46-55). Doslova ¢teme
v Mariiné chvalozpévu: ,Maria fekla: ,Duse ma velebi Pana a muj duch jasa v Bohu, mém spa-
siteli, Ze se sklonil ke své sluzebnici v jejim ponizeni. Hle, od této chvile budou mne blahoslavit
vSechna pokoleni, Ze se mnou ucinil veliké véci ten, ktery je mocny.“

Néabozenskost téchto motivl spociva ve skute¢nosti, ze ten, kdo pozveda, nachazi zalibeni, uvadi
na kralovsky trin, kdo je hybatelem tohoto déje, je Biih, ktery sice zasahuje zvnéjsku, ale pro-
stednictvim lidi.*®

S motivem vyvoleni zachycenym v pohadce O Popelce se opakované setkdavame také napt. u Mar-
tina Luthera v jeho vykladu Mariina chvalozpévu z roku 1521. V déjinach krestanstvi se vSak
tento motiv v disledku ptisobeni kazateld, jako byl napt. Johann Geiler von Kaysersberg (1445-
1510), posouva. Pomaha lépe porozumét nabozenské dimenzi touhy po uznani uprostfed ponize-
ni, po sebepotvrzeni uprostied neprejiciho svéta, po odmeéné v dasledku utrpénych obtizi. To jsou
vSechno motivy spojujici jak pohadku o Popelce, tak uvedena kazani, ale objevuje se zde i dilezity
rozdil: kazani prenaseji divod nadéje do ,,jiného", metafyzického svéta, zatimco pohadka zasazuje
poselstvi o ,,jiné", metafyzické roviné reality do zku$enosti pozemské lasky.”

2.2. Odvaha snit

»Bohatému muzi se rozstonala Zena. Jednoho dne poznala, Ze se blizi jeji posledni hodinka, a za-
volala si k posteli svou jedinou dcerusku... tak za¢ina ptibéh Popelky v podani bratfi Grimm?.*’
Grimmové jsou ve svém vypravéni drsnéjsi,*’ nicméné, kdo je Popelka, tusi kazdy, protoze kazdy
nékdy zazil, jaké to je, ,,jako popelka si pripadat®

Némecky psychoanalytik Eugen Drewermann vykresluje charakter pohadky O Popelce nasledov-
né: ,Popelka, to je pfibéh o vitézstvi krasy nad ostudou a pravého byti nad falesnou pretvarkou.
Popelka, to je nedosnény sen o ukrytém kralovstvi v kazdém clovéku. Pohadka O Popelce se vy-
pravi véude tam, kde lidé neprestavaji vérit ve vétsi dustojnost svého byti.“*

Popelka je charakterovy rys ¢ilidsky udél, se kterym se mtizeme setkat i dnes. Porozumét pohadce
O Popelce znamena porozumét sam sobé v podobné situaci a doprat si odvahu k setrvavani ve
svych nejtajnéjsich snech a touhach a v divére v hodnotu své existence. Znamena to viru ve své
~-pohadkové“ sny i pfes neprejicnost ,reality™

37 Ve Starém zékoné na jinych strankdch pak mtiZzeme najit v jinych souvislostech jakési pokracovani pribéhu o Davidovi, ktery se stdva
typovym ztélesnénim celého naroda. Izrael, prehlizeny ndrod nomadt, je diky Davidovi, na jehoz strané stoji Buh, povy$en k diistojnosti
a slavé krélovského lidu.

38 Srov. Eugen DREWERMANN, Landschaften der Seele oder: Wie man die Angst tiberwindet. Grimms Mdrchen tiefenpsychologisch
gedeutet, Svazek 3, Ostfildern: Patmos, 2015, s. 122.

39 Srov. DREWERMANN, Landschaften..., s. 123.

40 Wilhelm GRIMM - Jakob GRIMM, Pohddky bratii Grimmil. Kompletni ,,Malé vyddni, Praha: Brio, 2004, s. 190-202.

41 Nez Bozena NEMCOVA, O Popelce a jiné pohddky, Praha: Nava, 1994.

42 Srov. DREWERMANN, Landschaften..., s. 118-119.



10 CoriTos )
69 2030 elveritas

2.3. Popelka neni ,americkym snem®

Popel¢in pocit ma podobu nedocenéni ve svych talentech a schopnostech v prostredi, které ne-
preje a neptijima. Kdybychom hledali protiklad, byl by to ,,americky sen®, ktery tvrdi, ze ¢lovék
muze byt v§im, kdyz chce a véri si.* Muze se stat z Cistice bot milionafem, z prostého kluka pre-
zidentem, z mladika sotva stojiciho na bruslich na venkovském rybniku hvézdou NHL. Musi jen
chtit a cilevédomé pracovat na své kariére. ,, Americky sen preje velkym ramentim a silnym lok-
tim a slibuje, ze kdo si jde za svym, tomu se sny plni. ,,Popelka“ ma naopak charakter nendpad-
nosti, prehlizeni, nedocenéni, ktery, aby mohl dospét, ¢eka na osloveni a zastani. Receno lidové:
Sedavej, panenko, v kout¢, budes-1i hodna, najdou té.

Pohadka O Popelce nevypravi o vzestupu k moci, bohatstvi a slavé — o seberealizaci dosazené
sebevédomym jednanim a vystupovanim. Popelka li¢i prilom pravého ja se vsi krasou a velikos-
ti prichazejicim aZ po sebepotvrzujicim objeveni druhym ¢lovékem, az v dasledku jedine¢ného
vztahu. Jejim tématem je vyvoleni, nikoliv narcistické sebeprosazeni. Popelka nema zapotiebi nic
velkého udélat, ale rozhodné to neznamena slozit ruce do klina.

Odvaha byt sam sebou neni samoziejma. Jsou to strach z odevzddni se, strach ze sebeuskutecnént,
strach z pomijivosti a strach z nezvratnosti — jak tyto ¢tyfi podoby strachu, které clovéka stavi do
role ,popelky* a brani mu v ruastu k celistvosti jeho existence, nazval Fritz Riemann.** Riemann
také pie o tom, co pomaha, aby se clovek schizoidné ze strachu o sebe nevyhybal kontaktu s lid-
mi, aby depresivné nesetrvaval ve vztahu zavislosti, aby nutkavé ze strachu ze zmény a pomijivosti
nelpél na vsem obvyklém nebo aby hystericky nepropadl svévoli, abychom se vyhnuli strachu
z nutnosti.*

Pohadka naznacuje feseni a ukryva minimalné tfi klice k jednani:

o I kdyz je Popelka bratfi Grimmi na prvni pohled pasivni, je jeji pasivita pouze zdanliva. Po-
pelka celou dobu mobilizuje své vnitini sily diky pfizni vS§ednodennich malickosti. Nevyzaduje
darek, ale pfijima, co jejimu otci ,zavadi o cepici®, a v holoubcich najde malé a nenapadné
pratele. Pfitom neprestava touzit po stejnych podminkach, jako maji jeji ,,sestry®. Touzi jit na
ples, byt krasna, potkat prince...

« Pak do Popel¢ina Zivota vstupuje piizet dobrych sil. Zena z jiného svéta, vila nebo v nékterych
verzich mrtvad matka, ktera je ji naklonéna, radi ji a povzbuzuje ji. To je popis situace opako-
vaného potvrzovani druhym clovékem, pro kterou se daji pouze vytvorit podminky. Kdyz od-
myslime ,,pohadkovou rovinu“ tohoto zjeveni, ktera ma v zidokrestanské nabozenské tradici
podobu Boziho ,vyvoleni®, objevime 1€k, ktery mnoho malych podporujicich prvka spojuje
v odvahu. Popelka zac¢ina jednat tak, jak je ji to vlastni, nikoli, jak se po ni chce nebo jak ji nuti
okolnosti.

« Proména neprichdzi hned - Popel¢ino pravé ja se zpocatku prolamuje jen v omezeném case.
Kouzlo plati pouze do pilnoci, pak je tieba se zase posadit do popela. Teprve za Cas, aZ ji princ
obuje strevicek, ktery je tak jedine¢ny, ze mize padnout pouze ji, se Popelka definitivné pro-
ménuje. Tim, Ze se o néj prihlasila, proménila to, co bylo predtim kouzelnou chvilkou, v realitu
dospélého zZivota.

43 Max WEBER hovoti v podobném smyslu o protestantské etice jako o nabozensky motivovaném postoji k praci a povoldni v ramci
protestantismu. Max WEBER, Protestantische Ethik und der Geist des Kapitalismus, Koln: Anaconda Verlag, 2018.

44  Fritz RIEMANN, Grundformen der Angst, 41. vydani, Miinchen: Ernst Reinhardt, 2013.

45 Kriteria viz RIEMANN, Grundformen..., s. 17.
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Priklad nabozenskopedagogické reflexe této klasické pohadky ukazuje paralelu k biblickému mo-
tivu vyvoleni a popisuje i konkrétni cestu duchovniho ristu. Jedna se o narok na efektivni cerpani
vnitfnich zdroja, nezbytnost setkani s osobni podporou ze strany druhého a nutnost ¢asu, ktery
je tieba procesu doprat.

3. (Nabozenské) vzdélavani — narativni vzdélavani

Po prikladu analyzy vzdélavacitho potencialu klasické pohadky v jeho blizkosti ndbozenskému
vzdélavani se v této ¢asti pokusim rozsirit otazku vztahu pohadky a nabozenstvi obecnéj$im smé-
rem k tématu narativnosti v (nabozenskych) vzdélavacich procesech.*

Cetba pohadek, ale jesté 1épe naslouchani vypravéni obecné, je fenoménem, ktery zve Ctenare,
ptipadné posluchace ke konfrontaci — v chranéném prostredi ptibé¢hu - s hrani¢nimi situacemi.
Diky pohadkam se uci o téchto — ¢asto neutésenych zkusenostech — hovoftit obrazy pribéhu nebo
prirovnavanim k situacim ¢i charaktertim jednajicich postav. Prostfednictvim narativniho dia-
logu s pribéhem se tak mizeme ucit jednak zodpovédnéji jednat, jednak ocenovat cas straveny
s pfibéhem jako jedinecny, vzacny a v jistém smyslu ,,posvatny“.*” Obrazy pribéhu, prirovnani
k situacim nebo charakter postav poskytuji mimodék také slovnik pro nabozenskou fe¢ a poma-
haji tak vyslovit nevyslovitelné.*®

Chceme-li zachytit potencial vypravéni pohadek pro nabozenské vzdélavani, obecné prohlubova-
ny napf. také v narativni teologii,* je tfeba se pravé s ohledem na jeji diskurz zaméfit predevsim
na otazku identity a otdzku ndbozenskopedagogického pojeti vzdélavani*® Podle Heinze Streiba
muze byt dokonce celé toto usili zizeno pouze na kritické zhodnoceni napéti mezi znalostnim
a psychosocialnim rozvojem ditéte. To mtize mit podobu znalostni nebo naopak psychosocialni
jednostrannosti, kterd se pak v disledcich promita do identity ¢lovéka i do zaméreni nabozenské-
ho vzdélavani jako takového.”

Nabozenska pedagogika - pravé diky svému mezioborovému charakteru™ - umoznuje zarocit
potencial spole¢ného hledani napt. biblické teologie a psychologie, jak je zfejmé z prikladu tema-
tizované pohadky O Popelce, ale i z fady jinych prikladt.>® Spojujicim prvkem se stava hledani
pomyslné ,,cervené nité zivota®, kterou provazeji otazky jako: V ¢em spociva?; Co ji charakterizu-
je?; Kdo se na ni podili?; Co ji vytvari?; ale predevsim také z ndbozenskopedagogického hlediska
rozhodujici: Kdo pise pribéh mého Zivota? — nesouci v sobé komplexnéjsi otazku po Bohu.”
Heinz Streib tak Ricoeuerem formulovany pojem ,narativni identity” pfenesl do praxe nabozen-

7¢C

ského vzdélavani a v této souvislosti zacal hovoftit o ,,narativnim vzdélavani®

46 Vypravénim jako didaktickou formou nébozenského vzdélavani se podrobné zabyva Ludmila Muchové. Ludmila MUCHOVA, Cile
a cesty k hlubsimu lidstvi. Didaktika vyuky ndboZenstvi pro 21. stolet, Ceské Budéjovice: Petrinum, 2017, s. 112-118.

47  Srov. STREIB, Erzahlte Zeit..., s. 182.

48 Problematice porozuméni nébozenské formé fe¢i se vice vénuje Ludmila MUCHOVA, Rdmcové a skolni vzdéldvaci programy
a ndbozenskd vychova. Texty na pomoc studentiim oboru Utitelstvi ndbozenstvi a etiky, nevydany rukopis, s. 29-90.

49 Christoph WIESINGER - Stephan AHRNKE (eds.), Erzihlen: Ingrid Schoberth zum 60. Geburtstag, Gottingen: Vandenhoeck —
Ruprecht, 2019; Xavier LAKSHMANN, Textual linguistic theology in Paul Ricoeur, Bern — Frankfurt - Berlin - Vienna: Peter Lang, 2016.

50 Podrobné o této problematice piSe napf. Reinhold Boschki, kdyz pojednéva o vzniku nabozenské pedagogiky jako védniho oboru
ajadro problému pojmenovava v souvislosti s rozdilnymi koncepty teologické antropologie. Vice viz BOSCHKI, Einfiihrung..., s. 37-48.

51 Srov. STREIB, Erzihlte Zeit..., s. 189.

52 BOSCHKI, Einfiihrung..., s. 11-15.

53 Napt. O Jenic¢kovi a Marence, O Cervené karkulce, O Snéhurce, O Sipkové Rizence, Zabi kral, T¢i pirka, O Plavackovi nebo Princ Bajaja.
Viz prace uvedenych autort (Bettelheim, Dickerhoft, Betz, Horn a dalsi).

54 Walter SPARN (ed.), Wer schreibt meine Lebensgeschichte? Biographie, Autobiographie, Hagiographie und ihre Entstehungszusammenhdnge,
Giitersloh: Giitersloher Verlagshaus, 1990.
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Jeho obrysy by pak byly nasledujici:*

55
56

57

58

59

60

61
62

e Vypravéni zohlednujici praci se symboly
Setkani se symboly a pfibéhy ma rozhodujici vyznam pro utvareni (nabozenské) identity.*
Vypravime-li pfibéh svého Zivota, zaroven jej také interpretujeme. Kontinuita a integrace
jsou rozhodujicimi faktory takového vypravéni. Také biblické texty vypravéji pribéhy
o hledani identity, o konfliktech Zivotnich roli apod. Napt. ptibéh o tom, jak Jezi$ utisil
boufi (Mk 4,35-41), mtze v tomto smyslu ukazovat na zivotni etapu, kdy clovék zapasi
s boufemi zmén vztah, nejistotou v pracovnim poméru nebo i strachem ze smrti*” - tedy
o procesech, kterym poslucha¢ umi porozumét v analogii se svym Zzivotnim pribéhem.
Ziskavame tak zpétné pro jeho vypravéni slova, obrazy, motivaci vyjadrit navenek nas
osobni, vnitfni pribéh.*®
Pro vlastni praxi ndbozenského vzdélavani se zde otevird pozadavek nejen na praci
s (biblickymi) ptibéhy, ale také s potfebou nabidnout moznost ,precist si text vlastniho
zivotniho pfibéhu’, tedy narok na praci s biografii.”
Pfinosem takového vypravéni pak je poznani, Ze i ,,muj Zivotni pfibéh” je mnohovrstevny,
nevycerpatelny a otevieny budoucnosti.

e Vypravéni zohlednujici hru a rozvoj kreativity
Podle paradigmatu narativni hermeneutiky neexistuje jen jeden pribéh, ale hned nékolik.
Interpretace vlastniho Zivota je nedokonala, ttrzkovita a podobné je tomu s interpretaci
zivota druhych. Jednoznac¢nd, Gplna a obecné platna autobiografie je v tomto smyslu
nemozna, a proto musime umét a ucit se nakldadat s nedokonalosti, netiplnosti a unést
otevienost.® Identita vznikajici diky vypravéni osobniho Zzivotniho pfibéhu zazniva
v kontextu dal$ich riznych zivotnich pribéhi, a tim dava vyniknout sounalezitosti a je
pozvanim ke kreativnimu pristupu.
Pro vlastni praxi nabozenského vzdélavani to mize znamenat narok na rozvoj kompetence
kreativné rozvijet otevienost pro rizné interpretace a hledat aktualni vzorce k porozuméni
vlastnimu zivotu, zivott druhych a svétu jako takovému. Toto plati nejen pro pohadky, ale
také pro biblické texty, u kterych Baldermann zdiiraziuje potencial stat se tzv. ramcovym
pribéhem,* tedy ptibéhem, ktery zasazuje urcity problém vybraného biblického textu do
situace, v niz se muiZe jevit jako symbolicky pribéh, a stat se tak , kontextualnim pribéhem™,
ktery vede ¢lovéka k jeho diferencovanému vnimani.
Dtsledkem realizace vypravéni zohlednujici hru a rozvoj kreativity je radost z tvtiréiho
pristupu k zivotu a jeho pfibéhtim, které mohou zahrnovat i ptibéh nabozenstvi.

e Vypravéni zohlednujici odvahu k fragmentarnosti
Vzdélavani je a zGstane neuzavienym procesem a o nabozenském vzdélavani to plati

Vice viz STREIB, Erzihlte Zeit..., s. 192-195.

Srov. napiiklad Klaus EBERT, Religion im Alltag. Uberlegungen zur These vom Funktionsverlust von Religion, in: Alltagswelt und Ethik.
Beitrige zu einem sozial-ethischen Problemfeld, ed. Klaus EBERT, Wuppertal: Hammer, 1988, s. 17-53.

Eva MURONOVA - Tomd§ Cyril HAVEL - Hanni NEUBAUER, Gespriche mit Franz Kett iiber sein Leben und seine Pidagogik,
Grobenzell: Franz Kett-Verlag GSEB, 2015, s. 133-134.

Srov. Jiirgen LOTT, Erfahrung - Religion — Glaube. Probleme, Konzepte und Perspektiven religionspidagogischen Handelns in Schule und
Gemeinde, Weinheim: DSV, 1991, s. 224.

MUCHOVA, Cile a cesty..., s. 118-122.

Srov. Wilna A. J. MEIJER, The Plural Self. A Hermeneutical View on Identity and Plurality, (Paper Presented on the VIII. Meeting of the
International Seminar on Religious Education and Values, Banff, Alberta), Manuscript, 1992, s. 5, 9. Citovano podle STREIB, Erzahlte
Zeit..., s. 181-201.

Walter NEIDHARDT - Hans EGGENBERGER (eds.), Erzahlbuch zur Bibel, svazek 1 (1975), svazek 2 (1989), Ziirch: Lahr.

Srov. BALDERMANN, Uvod..., s. 107.
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zrovna tak. Nesmétuje k dosazeni néjakého konkrétniho stavu, ale je spise pohybem a vizi.
Pojem (nabozenské) identity evokuje predstavu dosazitelnosti urcité harmonie, uplnosti,
trvalosti. S tim je bohuzel spojené i pokuseni orientovat vzdélavani a hodnotit jeho kvalitu
dosahovanim takovychto cilt.®* Nabozenské vzdélavani by si véak mélo zachovat podobu
kritického regulativu a ,nejistého chvéni“®, nikoliv slepé normativnosti. Nabozenské
vzdélavani se musivarovat pokuseniideologizace, musi pfiznat nedosazitelnost dokonalého
byti, realitu rozdéleni, vnitini rozervanosti, neiplnosti, tedy fragmentarnosti, a s témito
skute¢nostmi promyslené pracovat.®
Pro vlastni praxi ndbozenského vzdélavani to znamena narok na prijeti skute¢nosti, ze
k novému patii i zanik a ztrata dfivéjsitho. Obrazné feceno, ze dnes jsme ruinami nasi
budoucnosti, stavbami, o kterych nevime, zda a jak na nich bude nékdo pokracovat. Takové
vzdélavani bude podporovat prostiedi neuzaviené kreativity a bude se podobat laboratofi
hledajici nové cesty.®
Takto uskutecnéné vypravéni prispéje ke schopnosti premyslet, klast si otazky, kriticky
myslet, a tim byt mimo jiné také imunizovan proti infekci fundamentalismu.

e Vypravéni zohlednujici potencial riiznosti
Jedinec¢nost pfibéhu a odvaha jej vypravét, zvlasté pokud jde o pribéh vlastniho Zivota,
jsou okolnosti, které s sebou nutné prinaseji i narok na reflexi pedagogického pristupu na
roviné ucitel-zak, pripadné zak-z4k. Zaci se tak stavaji partnery a subjekty, nikoliv objekty
pedagogické prace. Vsichni véetné ucitele nesou sviij dil odpovédnosti za atmosféru, v jaké
se v ruznosti svych pribéhi setkavaji, a to véetné pribéht konkrétnich nabozenstvi. Tato
situace zahrnuje pozadavek na kvalitu interakce mezi lidmi s riznym pohledem, raznosti
socializace, riznosti z4jmu a riiznou schopnosti tyto procesy reflektovat.”’
Pro vlastni praxi nabozenského vzdélavani to znamena narok vzdélavat k otevienosti tak,
aby se ,cizi“ pribéhy staly pravé pro jejich ,,cizost” podstatnymi prvky spole¢ného uceni
se.’
Vypravéni zohlednujici potencidl rtiznosti otevira prostor docenéni rozmanitosti vztahi,
a tim i moznosti originalné porozumét kiestanskému pojeti Boha.

3.1. Narativnost v praxi ndboZenského vzdélavani v Ceské republice

Narativnost obecné® a pohadky v nabozenském vzdélavani zvlast jsou v ¢eském prostiedi sice
v jistém smyslu popelkou, presto se s pohadkami miizeme setkat i v metodickych materialech
pro predskolni vzdélavani a vyuku pfedmétu nabozenstvi na zakladni skole. V programech ini-
cia¢nich katechezi neni téma pohadek zarazeno viibec a narativnost se nabizi pfedevsim v ramci

63

64
65
66
67
68

69

Kriticky vii¢i tomuto modelu pedagogického mysleni vystupuje napf. koncept ,,pedagogiky nepohodli® jehoZz autorkou je Megan
Boler. Megan BOLER, Feeling Power: Emotions and Education, New York: Routledge, 1999. Ale i dal$i autofi Daniel BURGHARDT -
Nadine DZIABEL - Thomas HOHNE (eds.), Vulnerabilitit. Pidagogische Herausforderungen, Stuttgart: Kohlhammer, 2017; Hildegund
KEUL - Thomas MULLER (eds.), Verwundbar. Theologische und humanwissenschaftliche Perspektiven zur menschlichen Vulnerabilitdt,
Wiirzburg: Echter, 2020.

Toma$ HALIK, Co je bez chvéni, neni pevné. Labyrintem svéta s virou a pochybnosti, Praha: Lidové noviny, 2002.

Srov. Henning LUTHER, Religion und Alltag. Bausteine zu einer Praktischen Theologie des Subjekts, Stuttgart: Radius, 1992, s. 150-159.
Srov. LUTHER, Religion..., s. 170.

Srov. MEIJER, The Plural..., s. 6.

Vice viz napt. Tomas$ Cyril HAVEL, Das kann doch nicht wahr sein! Der Verlust der Wahrheit als Herausforderung fiir Religionspadagogik,
in: When East and West meet. Contemporary Perspectives on Religious Education in Honour of Ludmila Muchovd, ed. Frantisek STECH
- Bert ROEBBEN, Svitavy: Trinitas, 2019, s. 187-198.

Sem patti v ptipadé ndbozenského vzdélavani napt. svédectvi véticich soucasniki o jejich vztahu ke Kristu nebo konkrétni evangelijni
podobenstvi, ktera jsou formou narace.
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prace s biblickymi ptibéhy, ptip. v souvislosti s Zivotopisy svétcti.

Didaktické zplisoby prace, kde se mtizeme setkat s vypravénim v nabozenském vzdélavani, jsou
naptiklad: bibliodrama a prace s biblickymi postavickami”, pedagogika Franze Ketta”, katecheze
Dobrého pastyte’. Pfimou praci s pohadkou z nich nabizi pouze pedagogika Franze Ketta.
Dovednost vypravét a pracovat s pribéhem je soucasti zakladni profesni vybavenosti pedagoga
zejména na niz$ich stupnich vzdélavani. Vypravéni v obecném vzdélavani pak najdeme napriklad
ve storytellingu, tvofivé dramatice, pfi praci s ,,pfibéhy z kuftiku“ nebo v ramci rozvoje predcte-
narské a ctenarské gramotnosti.”

Zistaneme-li pro ucely tohoto textu pouze u problematiky vztahu narativity ve formé prace s po-
hadkou a nabozenského vzdélavani, vidim dvé cesty, pricemz jednu z nich pojmenovava Ludmila
Muchova, kdyz ve svém navrhu ramcového programu nabozenské vychovy pro disponibilni ho-
dinovou dotaci uvadi jako prispévek k utvareni a rozvoji klicovych kompetenci také oblast ,,otevi-
rani a rozvijeni zakladnich existencialnich zkusenosti a jejich prohloubeni do elementarnich na-
bozenskych zkusenosti®. Ta je pak podrobnéji specifikovana v tematickém celku ,,otevienost pro
zékladni Zivotni zku$enosti“’*. Zde mohou byt pohadky osvéd¢enym nastrojem. Druhou cestou
je pak oblast ,porozuméni nabozenské formé reci bible“”, ktera v $irsim vyznamu predpoklada
porozuméni archetypalnim obraziim obsazenym v klasickych pohadkach obecné.

Navrh ramcového programu nabozenské vychovy jako prarezového tématu v uvedeném skriptu
otevira praci s vypravénim pohadek cestu jesté konkrétnéji’®, a to v oblasti védomosti, dovednosti
a schopnosti formuluje narok na porozuméni vyjadfovani pravdy o svété pomoci riznych literar-
nich a myslenkovych forem.” V ramci ukazek metodického zpracovani zde najdeme také vypra-
véni pohadky O tajuplném kosi a jeho navaznost na biblicky ptibéh o slepém Bartimeovi”® nebo
také pohadku Hvézdné tolary, ktera je kombinaci pohadkové a legendarni formy, kde maji déti
»prozit na pohadkovém pribéhu jednoduse vyjadreny Jezistv étos: ti, kteti davaji z dobroty svého
srdce, stokrat vice dostanou.“” Dalsi pohdadkou vhodnou k zatazeni do ndbozenského vzdélavani
muze byt podle Muchové také klasicka pohadka bratfi Grimm?u Tti pirka s cilem naucit se rozkry-
vat paradoxni vypovédi a setkat se se stfetem ,,povrchniho a vnitfniho prozivani svéta a ocenit
niterny pristup ke svétu.“®

Takto specifikovany nepovinny predmét nabozenstvi na zakladnich skolach je soucasti dokumen-
tu Osnovy k vyuce nabozenské vychovy rimskokatolické cirkve v 1.-9. ro¢niku zakladni skoly.®!
Nejaktualnéjsi dokument CBK k tématu nabozenského vzdélavani Dokument o sméfovani
katecheze a ndbozenského vzdélavani v Ceské republice,® ktery je ideové zaméfen materialné-
kerygmaticky,® se potencialu vypravéni pro nabozenské vzdélavani nevénuje.

70 © Ceské katolické biblické dilo (on-line), dostupné na: www.biblickedilo.cz, citovano dne 26. 6. 2020.

71 © Spole¢nost Pedagogiky Franze Ketta (on-line), dostupné na: www.kett.cz, citovano dne 26. 6. 2020.

72  © Katecheze Dobrého Pastyte (on-line), dostupné na: www.katechezedobrehopastyre.cz, citovano dne 26. 6. 2020.

73 Tento souhrn je zaloZen na dlouholeté zku$enosti autora s ndbozenskym vzdélavanim v ¢eském prostredi. Nendrokuje si vSak aplnost.

74  Vice viz MUCHOVA, Rdmcové..., s. 21n.

75  Vice viz MUCHOVA, Rdmcové..., s. 29n.

76 Vedle legend o sv. Katefing, sv. Krystofovi, O Ctvrtém krali a dalsich jsou to také ddle uvedené klasické pohadky.

77 MUCHOVA, Rdmcové..., s. 27.

78 MUCHOVA, Rdmcové..., s. 35-38.

79 MUCHOVA, Rdmcové..., s. 39.

80 MUCHOVA, Rdmcové..., s. 82.

81 © CBK, Osnovy k vyuce nabozenské vychovy fimskokatolické cirkve v 1.-9. ro¢niku zékladni $koly. Text zpracovaly Ludmila Muchové
a Eva Muroniova (on-line), dostupné na: https://cbk.blob.core.windows.net/cms/ContentlItems/297_00297/27-osnovy-k-vyuce-nv.pdf,
citovano dne 26. 6. 2020.

82 © CBK, Dokument o sméfovani katecheze a ndbozenského vzdélavani v Ceské republice (on-line), dostupné na: https://cbk.blob.core.
windows.net/cms/ContentItems/297_00297/38-dokument-200-20smerovani-20katecheze.pdf, citovano dne 26. 6. 2020.

83 Vice viz Georg HILGER - Stephan LEIMGRUBER - Hans-Georg ZIEBERTZ, Religionsdidaktik: Ein Leitfaden fiir Studium, Ausbildung
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V metodickych materialech pfipravenych v navaznosti na osnovy k vyuce nabozenstvi Evou
Muronovu a kol. a vydanych pod hlavi¢kou Biskupstvi ostravsko-opavského pro nékteré ro¢niky
zékladni skoly se s praci s pribéhy a pohadkami a jejich vypravénim setkavame na mnoha mis-
tech.®* Z klasickych pohadek jsou to predevsim Holcicka se sirkami Hanse Christiana Andersena
nebo Hvézdné tolary bratfi Grimmu.

Dal$im materidlem pro vyuku nabozenstvi, ve kterém muzeme také nalézt podnéty pro praci
s obraznym pribéhem, je casopis Duha® ¢i metodické materidly obsahujici didaktické postupy
pedagogiky Franze Ketta.®

Ackoliv se miize zdat, Ze mnozstvi prikladt odrazi bohatou reflektovanou praxi v uplatnéni na-
rativnosti (pohadek) v nabozenském vzdélavani, neni tomu tak. Je zfejmé, ze se i zde setkavame
v jistém smyslu s ,,popelkou’, nebot se jedna o pojeti nabozenského vzdélavani, které je postaveno
na antropologickych a existencidlnich vychodiscich, coz je v ¢eské diskuzi o nabozenském vzdé-
lavani a katechezi marginalni zalezitosti.

Zavér

Pohadky, narativnost a nabozenské vzdélavani — zdanlivé nesouvisejici skute¢nosti, které jsem se
pokusil uvést do vzajemného, pro kvalitu vzdélavani podnétného vztahu, a obohatit tak diskurz
(nabozenského) vzdélavani v nasem prostredi. Zavérem uvedu dvé dulezité vyzvy — a nakolik je
nabozenska pedagogika ,,hrani¢ni“ obor, adresuji jednu smérem k teologickému diskurzu a dru-
hou pak k diskurzu pedagogickému.

Prvni vyzva sméfuje do spolecenstvi cirkve, které se diky tomu, Ze vpusti pohadky a dalsi obrazné
pribéhy do svych vzdélavacich obsaht a ozivi smysl pro vypravéni nejen biblickych pribéhd, ale
také pribéht prispivajici k jejich porozuméni, miize znovu stat, feceno slovy Johanna Baptisty
Metze, mistem ,vzpominani“ a ziska tak opét svou vérohodnou tvar.*” Znamena to odvahu opus-
tit jistou , kolonidlni“ mentalitu, spojenou s ambici ovladat, a objevit hodnotu mnoha malych
pribéhi konkrétnich 1lidi.®

Druha naopak mifi smérem k obecnym pedagogiim, aby se nebali ocenit kfestanstvi s jeho

und Beruf, Miinchen: Késel, 2. vydani, 2003, s. 42-66.

84 Prikladem muze byt v metodice pro 4. tfidu Thesetiv labyrint v souvislosti s praci s bibli, s. 11; Podobenstvi o rybafi s tématem predstavy
o nebi, s. 29; Legenda o sv. Lucii, s. 35; Siii svétla v souvislosti s JeziSovym vyrokem Ja jsem svétlo svéta, s. 41. (Eva MURONOVA,
S tebou na cesté: Metodika k pracovnim listiim ndboZenské vychovy pro 4. tfidu, Brno: Kartuzianské nakladatelstvi, 2004); v metodice
pro 5. tfidu prace s literdrnim textem Svatd noc od Selmy Lagerlofové, s. 49; Maly princ v souvislosti s vyrokem Ja jsem vinny kmen, s.
66; Hol¢icka se sirkami H. Ch. Andersen v souvislosti s kifZovou cestou, s. 80. (Eva MURONOVA, Spolecné vytvirime bozi krdlovstvi:
Metodika k pracovnim listiim ndbozZenské vychovy pro 5. tfidu, Brno: Kartuzidnské nakladatelstvi, 2004); v metodice pro 6. tfidu Tti
stromy v souvislosti s Velikonocemi, s. 79 (Eva MURONOVA, Spolecné objevujeme viru: Metodika a pracovni listy k vyuce ndboZenské
vychovy pro 6. tfidu Z8, Brno: Kartuzidnské nakladatelstvi, 2004); v metodice pro 7. tfidu Hvézdné tolary v souvislosti s Vanocemi, s. 85;
pohddka Chléb §tésti v tématu svétosti, s. 117 (Eva MURONOVA, Rosteme ve vife: Metodika a pracovni listy k vyuce ndboZenské vychovy
pro 7. tiidu Z8, Brno: Kartuzidnské nakladatelstvi, 2006); v metodice pro 8. tfidu Maly princ v souvislosti s tématem modlitby, s. 144;
Sté bozi jméno v souvislosti s prvni piikdzdnim Desatera, s. 115 (Eva MURONOVA - Ludmila MUCHOVA, Utvdret Zivot: Metodika
a pracovni listy k vyuce ndbozenské vychovy pro 8. tiidu ZS, Brno: Kartuzidnské nakladatelstvi, 2009).

85 Zposlednich ro¢nikd vybirdm Ctyti piibéhy k ptipravé na slaveni svatosti eucharistie (15-2012/2013), Kamennd polévka (13-2012/2013),
Nebeska polévka (14-2012/2013), Slepi¢i polévka a viné ruzi (12-2012/2013), Karolina se zelenym nosem (1-2012/2013), Viechny
barvy svéta (1-2013/2014), Cerveny kral a bil4 hvézda (9-2013/2014), Neboj se, nejsi na to sam (1-2014/2015), Pirka duhového ptacka
(1-2015/2016), Pro¢ musim v nedéli do kostela (18-2016/2017), Vanoce ve chlévé (8-2019/2020).

86 Tomas Cyril HAVEL - Eva MURONOVA (eds.), Odkud mdm jméno: Metodika ke katechezim o svatych, Brno: Kartuzianské nakladatelstvi,
2013; Tom4s Cyril HAVEL - Eva MURONOVA (eds.), Naplnil se éas, Brno: Kartuzidnské nakladatelstvi, 2012; Eva MURONOVA -
Margot EDEROVA - Tomas$ Cyril HAVEL, Aby malé bylo velké, Brno: Kartuzianské nakladatelstvi, 2008.

87 METZ, Glaube...

88 Vice viz STREIB, Erzihlte Zeit..., s. 198.
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bohatym rezervoarem narativii. Mohou obohatit obecné vzdélavaci obsahy a napomahat osob-
nostnimu rozvoji, protoze i zde plati, co fika komeniolog Jan Habl: ,,clovék vystaveny moci pri-
béhu je bytost, ktera zakousi celistvou zkusenost, pfi niz mysli, citi, véfi, proziva, identifikuje
se, prijima informace, hodnoti atd.“® Habl v zavéru své studie navrhuje rehabilitaci narativniho
diskurzu v pedagogice a zavadi pojem didakticka narativizace. Tou rozumi metodicky princip
o dvou rovinach, ktery zni: cokoliv je mozné sdélit narativné, necht je do této podoby prevedeno.
Veskery material, ktery je narativizovatelny, necht je narativizovan.
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Cinderella and Her True Self:

Narrative as a Lost Shoe of Religious Education
Tomas Cyril Havel

Abstract:

The article offers an insight into an unusual discourse in the Czech environment. It reflects
upon the complementarity of religion and fairy tale. It points to the presence of fairy-tale
motives in biblical texts and religious motives in fairy tales. Both are illustrated in the context
of Christianity by a commentary on the fairy tale Cinderella by the Brothers Grimm. With re-
gard to religious pedagogical discourse, it then invites a narrative turn in religious education,
names specific consequences for practice, and points to the possibility of developing a rela-
tionship between religious education and fairy tales.

Keywords: Religious education, fairy tales, Cinderella, identity, existential frustration, narra-
tive education

Education can hardly be imagined without fairy tales.! They are, in a sense, original forms used
for passing the wisdom of one generation to the other. At the same time, they are ideal didactic
tools that share models of exemplary behaviour through a figurative story, for example, distrust-
ing strangers (Little Red Riding Hood) or not opening doors to strangers (The Wolf and the Seven
Young Goats).

But fairy tales are not just stories for children.’ They also have something to say to teenagers and
adults. It is important to understand their speech and read or narrate them through the lens of
‘second naivete’*

I look at the phenomenon of fairy tales and the place of narration in education as a teacher of
religion.” Thus, I think about it from the point of view of a field® which combines knowledge of

1  Traditional fairy tales co-create our culture. Issues related to their existence are addressed in a number of disciplines such as literary
studies, ethnography, psychology, but also pedagogy and theology.

2 Kathrin POGE-ALDER, Mirchenforschung. Theorien, Methoden, Interpretationen, 3 ed., Tibingen: Narr Francke Attempto, 2016.

3 Inasense, it is desirable (and it is this way, in an ideal case) if there is a transition between the first and the second naivete (in a sense of
the ideas by Paul Ricoeur, or by Hubertus Halbfas who followed Ricoeur, and by others).

4 Through the ‘second naivete’ (Paul Ricoeur speaks of it as the ‘second Copernican turn’) one is to experience the world again as a whole
reality. Ursula I. MEYER, Paul Ricouer. Die Grundziige seiner Philosophie, Aachen: Ein-Fach Verlag, 1991, p. 111.

5 Kathrin Poge-Alder talks about a number of disciplines that deal with understanding fairy tales. In addition to literary science,
ethnographic studies or psychology, she also presents theology and pedagogy. See more in POGE-ALDER, Mrchenforschung...

6  Religious pedagogy is a discipline between pedagogy and theology. Its goals, contents, methods, and institutions of religious education
and training are justified pedagogically. However, theology is a meta-pedagogical science for religious pedagogy as this type of pedagogy
derives its basic principles from it. In addition to other humanities and social sciences, theology is also a related science for religious
pedagogy. Religious pedagogy has a critical dialogue with these sciences and adds new perspectives and impulses. It is a field which
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social sciences and theological disciplines and asks about man in the process of learning (taking
into account, for example, the potential of the Christian faith tradition, the experience of the
history of Christianity, or great stories of the man-God encounter, for example, in biblical texts).”
The issue of the interconnection of biblical texts and traditional fairy tales is not unusual. It is
named by researchers such as Dietz-Riidiger Moser,* Katalin Horn,’ Otto Betz,'° and Heinrich
Dickerhoft." Similarly, the issue of narrative in (religious) education is not new.'

This paper deals with some basic forms of complementarity between religion and fairy tale (1).
It gives an example of this complementarity in the context of Christianity using an analysis of
Cinderella (2) and summarises the arguments for rediscovering the importance of narrative in
religious education (3). The interdisciplinarity of the paper seeks to stimulate further discussion
about the consequences of narrative in the broadest sense for the specific practice of religious
education. Therefore, its intention is also (for the needs of this discussion) to evaluate available
foreign and domestic literature analytically, and thus to bring the topic, which could be seen as
some kind of ‘Cinderella’ in terms of the number of professional texts, into the Czech environ-
ment. At the same time, however, narration is an integral part of religious education and can
hardly be imagined without it.

1. Religion and the Fairy Tale

To juxtapose the concepts of religion and fairy tale is, in a certain sense (and in certain circles)
misleading and provocative. ‘Fairy tales are for children and so is religion’ is one type of reaction.
‘Religion is not a fairy tale. This counts for the biblical text even more. It is inadmissible to place
these two terms next to each other’ This is the reaction from the other side. A number of renowned
authors"” in this field point out that this conclusion is too general and superficial.

Herman Gunkel (1862-1932), a pioneer of criticism of literary genres in biblical exegesis, dates
the fairy tale as a literary form to an even older period than myths. According to him, it could ‘me-
diate specific motives and texts’ even more originally.'* He subsequently considers Jacob’s struggle
to be such a case (Genesis 32:23-32)." Other biblical texts close to the literary form of the fairy
tale'® include the Birth of Moses (Exodus 1:1-2:10), the vocation of Samuel (1 Samuel 16:4-13),
David and Goliath (1 Samuel 17:1-58), the Birth of Jesus (Luke 2:1-19), the first miraculous catch
of fish (Luke 5:1-11), Jesus Heals a Man Born Blind (John 9:1-41), Jesus Feeds the Multitudes

today is no longer defined only by confessional grounding in a particular Church but is devoted to religious education, interfaith
dialogue, respect, human dignity...or more broadly also to spiritual manifestations of man and his sensitisation in the broadest sense.

7  Reinhold BOSCHKI, Einfiihrung in die Religionspddagogik, 3 ed., Darmstadt: WBG, 2015.

8  Dietz-Riidiger MOSER, Christliche Mérchen. Zur Geschichte, Sinngebung und Funktion einiger ,Kinder- und Hausmérchen® der Briider
Grimm, in: Gott im Mirchen, ed. Jiirgen JANNIG, Kassel: R6th, 1982, pp. 92-113; Dietz-Riidiger MOSER, Mirchen als Paraphrasen
biblischer Geschichten. Anmerkungen zu einigen Kinder- und Hausmérchen der Briider Grimm, Mdrchenspiegel 1/2004, pp. 3-8.

9  Katalin HORN, Gemeinsame Themen und Motive in der Bibel und in den Mirchen, in: Bibel und Mdirchen, ed. Marie Anna BALMER-
AEBI, Winterthur: SMG, 2002, pp. 9-19.

10 Otto BETZ, Der abwesend-anwesende Gott in den Volksmérchen, in: Gott im Mdrchen, ed. Jirgen JANNIG, Kassel: R6th, 1982, pp. 9-24.

11 Heinrich DICKERHOFFE, Christentum und Zauberméarchen, Mdrchenspiegel 3/1999, p. 90; Heinrich DICKERHOFE,
Seelenverwandtschaft: Wie Marchen und Religion sich wechselseitig erschliefSen, Mdrchenspiegel 1/2004, pp. 20-23.

12 Thorsten KNAUTH, Erzéhlen im Klassenzimmer. Wenn SchiilerInnen aus dem Leben berichten, in: Religionsunterricht aus
Schiilerperspektive, eds. Thorsten KNAUTH, Sibylla LEUTNER-RAMME and Wolfram WEISSE, Miinster: Waxmann, 2000, pp. 95-116;
Wolfgang KRAUS, Das erzihlte Selbst. Die narrative Konstruktion von Identitit in der Spdtmoderne, Herbolzheim: Centaurus, 2000.

13 Dietz-Riidiger MOSER, Katalin HORN, Otto BETZ, Heinrich DICKERHOFF and others.

14 POGE-ALDER, Mrchenforschung..., p. 268. In Czech, the issue of interpretation of texts is addressed in, for example, Petr POKORNY,
Hermeneutika jako teorie porozuméni. Od zdkladnich otdzek jazyka k vykladu bible, Praha: Vysehrad, 2005.

15 Hermann GUNKEL, Das Mirchen im Alten Testament, original edition 1917, Frankfurt am Main: Athendum, 1987, p. 66.

16 If one sees it strictly, the examples given (as far as the literary kind is concerned) are rather legends which use the literary form of fairy
tale language to approach a historical event.
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(John 6:1-15), and Jesus Raises a Dead Girl and Heals a Sick Woman (Luke 8:40-56). In the Bible,
we encounter the fairy tale as a literary form more often than we might expect. This does not
mean that biblical texts ‘are a fairy tale’. While fairy tales, of course, speak about miracles, miracles
in Bible texts point to God’s power, as Horn writes.'” Fairy tales are condensed experiences of past
generations; biblical stories are challenges of the future with an eschatological dimension.®

In addition to differences, however, fairy tales and biblical texts show a number of similarities. For
example, Otto Betz points out that while fairy tales do not give a message about God, they, like
biblical texts, convey an understanding of the world with its greatness and ‘reliable order’" The
common theme of both biblical texts and fairy tales is also their dealing with basic topics such as
scarcity, injustice, and disruption.? In fairy tales and biblical texts, man is finally presented as one
who needs salvation, redemption.*

In many fairy tales we encounter explicit religious motives, such as the fairy tale Mary’s Child by
the Brothers Grimm or a series of stories from the times ‘when the Lord Jesus and Peter walked
around the world’ (BoZena Némcovd). The prominent researcher Bruno Bettelheim says

Most fairy tales originated at a time when religion was a very important part of life. Thus, they dealt
directly or indirectly with religious themes. The stories from A Thousand and One Nights are full of
references to the Islamic religion. Many Western fairy tales have a religious content. Most of them,
though, are forgotten today and unknown to a wider circle of people. It is precisely because in many of
us religious themes do not evoke meaningful general or personal ideas.*

From the point of view of religious pedagogy, the comparison of fairy tale and religion is even
more important. Both give a name to borderline life situations and the resulting experiences,
and thus effectively contribute to personal maturation. Bettelheim, as an educator and paediatric
therapist, writes that ‘today and in the past, the most important task in the process of raising
a child is to help him find meaning in life’* He considers the potential of religious tradition to
be unforgettable.** Or elsewhere: ‘If the narrative corresponds to what the child is experiencing
inside himself (which cannot be done by a realistic narrative), then it acquires an emotional qu-
ality of “truth” in the eyes of the child* Viktor Frankl also thematised the importance of finding
a meaning in life due to the experience of ‘existential frustration®® in borderline situations. Paul
Tillich says that existential anxiety is ontological anxiety. As it cannot be eliminated, it must be
included in the courage to live, to be.”” We could relate to this ‘existential frustration’ the shortest

17 HORN, Gemeinsame..., pp. 14-15.

18 Cf. Ingo BALDERMANN, Uvod do biblické didaktiky, Jihlava: Mlyn, 2004, p. 84.

19 BETZ, Der abwesend-anwesende Gott..., p. 11.

20 Cf. DICKERHOFE Christentum..., p. 90; HORN, Gemeinsame..., p. 11.

21 Lutz ROHRICH, Erlésung, in: Enzyklopiidie des Mirchens. Handwdrterbuch zur historischen und vergleichenden Erzihlforschung Volume
4, Berlin: De Gruyter, 1984, pp. 195-222.

22 Bruno BETTELHEIM, Za tajemstvim pohddek, Praha: Portdl, 2017, p. 22.

23 BETTELHEIM, Za tajemstvim..., p. 10.

24 Georg MILZNER and Michael UTSCH, Religiose und spirituelle Sinnsuche in der Psychotherapie: Georg Milzner und Michael Utsch im
Gesprich mit Uwe Britten, Gottingen: Vandenhoeck — Ruprecht, 2019.

25 Bruno BETTELHEIM, Kinder brauchen Mdrchen, 5* ed., Miinchen: DTV Verlag, 1982, p. 276.

26 The term is used, for example, by Viktor Frankl in the sense of not fulfilling the basic human need, that is, not fulfilling the desire to find
meaning. Frankl says that if the desire to find meaning is not fulfilled, it leads to frustration, and later to an existential vacuum. One
begins to doubt the meaning of oné’s existence and eventually the meaning of life in general. Viktor Emil FRANKL, Clovék hledd smysl:
Uvod do logoterapie, Praha: Psychologické nakladatelstvi J. Kocourek, 1994.

27  Cf. Pavel TILLICH, Odvaha byt, CDK Brno, 2004.
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definition of religion by the recently deceased Catholic theologian Johann Baptist Metz,* which
is: ‘Unterbrechung’® The spring months of 2020 only underlined the meaning of the word.*

The relevance of the religious pedagogical closeness of the relationship between fairy tales and
religion is also justified by the phenomenon of narrative. Through this phenomenon, they are
transmitted and translated. Narrative and its contribution to the construction of identity is named
(with all philosophical-linguistic precision) by Paul Ricoeur.’® Heinz Streib then tries to imply
this concept in religious pedagogical speech about identity and education. He introduces his text
using the words: ‘Religion hides a treasure trove of symbols and stories. Symbols and stories are
an important mediator through which religion is able to contribute to the formation of time.*
Referring to Johann Baptiste Metz,” Streib writes about the consequences of situations in which
people are addressed by religious images and stories. In this way the Church really becomes
a remembering and narrating community™* in which people become ‘story subjects’® It thus
foreshadows one of the concrete consequences of the narrative turn for (religious) education.
The specific educational potential of fairy tales and the degree of closeness to religious education
will be shown by the example of the analysis of one classical fairy tale.

2. The Breakthrough of Cinderella’s True Self

One form of themed ‘existential frustration’ presented by Frankl is adolescence. Paul Tillich adds
that the appropriate way to deal with frustration is not to eliminate it but ‘to include it in the cour-
age to be’ This is the concrete potential of the tale Cinderella for the adolescence of young people.
It further contributes to the understanding of the importance of Christianity for human life.

2.1. The Phenomenon of ‘Cinderella’ in the Bible and Christianity

The oldest preserved record of the motif of the chosen individual, which is also prominent in the
fairy tale Cinderella, is found in 1 Samuel 16:4-13. The story speaks about the prophet Samuel
who offers a sacrifice to God in Bethlehem and invites Jesse and his sons to come with him.3
Samuel has to anoint one of the sons according to God’s mandates. Eliab, a tall good-looking
man, appears before Samuel first, so Samuel himself thinks that this is him. But then he is warned
not to look at the appearance. Abinadab comes nearer then, and after him all the seven sons of

28 Helived from 1928 to 2019. He is one of the most important theologians of the period after the Second Vatican Council and is best known
for his theological concept of ‘compassio’ Johann Baptist METZ, Memoria passionis: ein provozierendes Geddchtnis in pluralistischer
Gesellschaft, Freiburg — Basel - Wien: Herder, 2006.

29 Literally translated as ‘interruption.

30 A major theme of the coronavirus pandemic was the conscious or unconscious, in each case global, experience of the fragility
and vulnerability of mankind. What seemed resilient proved to be fragile, vulnerable, mortal. Of course, we had known about the
vulnerability of our body, our health but the virus presented us with a new awareness of permanent threat. A specific existential fear,
which we may have forgotten during our life, spoke again. And not only that. Debates about the possibility of meeting, renounced
cultural performances, or the ban on Church services, have revealed the fragility and vulnerability of social coexistence as such.

31 Paul RICOEUR, Narrative Identitét, in: Heidelberger Jahrbiicher, svazek 31, ed. Elmar MITTLER, Berlin - Heidelberg, 1987.
Ricoeur’s notion of narrative identity names a hermeneutic approach that transcends the religious perspective but includes it.

32 Heinz STREIB, Erzéhlte Zeit als Erméglichung von Identitét: Paul Ricoeurs Begriff der narrativen Identitdt und seine Implikationen
fur die religionspadagogische Rede von Identitit und Bildung, in: Religion und die Gestaltung der Zeit, eds. David GEORGI and Hans-
Giinter HEIMBROCK, Weinheim: Kok, 1994, pp. 181-201, here p. 181.

33 Johann Baptist METZ, Glaube in Geschichte und Gesellschaft. Studien zu einer praktischen Fundamentaltheologie, Freiburg — Basel -
Wien: Herder, 2016.

34 Erinnerungs- und Erzihlgemeinschaft.

35 Cf. STREIB, Erzéhlte Zeit..., pp. 181-201.

36 Another motif in the Old Testament is the story of Abraham. Martin BAUSCHKE, Abraham und Aschenputtel: Briickenschlag zwischen
Bibel und Mdrchen, Stuttgart: Radius, 2006; or the story of Cain and Abel, or Jacob and Esau. BETTELHEIM, Kinder..., pp. 275-324.
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Jesse. Then Samuel asks Jesse if they really are all his sons, and he is given the answer that there
is another who is grazing sheep. So, Samuel calls him, and when he sees the youngest red-haired
boy, he knows that he is the one to be anointed the king of Israel. ‘But the LorD said to Samu-
el, “Do not look on his appearance or on the height of his stature, because I have rejected him. For
the LORD sees not as man sees: man looks on the outward appearance, but the LorD looks on the
heart” (1 Samuel 16:7).%

In the New Testament, man is raised from the dust. Man is given the dignity of Mary as God has
looked on ‘the humble estate of his servant, and she becomes the mother of Jesus (Luke 1:46-55).
We literally read in Mary’s Song: ‘And Mary said, “My soul magnifies the Lord, and my spirit
rejoices in God my Savior, for he has looked on the humble estate of his servant. For behold, from
now on all generations will call me blessed; for he who is mighty has done great things for me,
and holy is his name.”

The religiousness of these motives lies in the fact that the one who raises, finds affection, entrusts
to the royal throne, and represents the driving force of this event is God. He intervenes from the
outside, but through people.®

The motif of choosing captured in the fairy tale Cinderella is also repeatedly mentioned, for ex-
ample, by Martin Luther in his interpretation of Mary’s Song from 1521. In the history of Chris-
tianity, however, this motif has been shifted due to the work of preachers (for example, Johann
Geiler von Kaysersberg, 1445-1510). It helps to better understand the religious dimension of the
desire for recognition in the midst of humiliation, for self-affirmation in the midst of an unwilling
world, for reward due to hardships. These are all motifs connecting both the tale Cinderella and
the abovementioned sermons. There is also an important difference: the sermons move the reason
for hope to the ‘other’ metaphysical world while the fairy tale places the message of the ‘other’
metaphysical level of reality into the experience of earthly love.*

2.2. Courage to Dream

‘A rich man had a wife. One day she realised that her final hour was approaching and she called
her only daughter to her bedside...” This is how the story of Cinderella begins as told by the
Brothers Grimm.* The Brothers Grimm are harsher in their narrative* but everyone knows who
Cinderella is. Everyone has experienced what it is like ‘to feel like Cinderella.

The German psychoanalyst Eugen Drewermann portrays the character of the fairy tale Cinderella
as follows: ‘Cinderella is a story about the victory of beauty over shame and true being over false
pretence. Cinderella, it is an unfulfilled dream of a hidden kingdom in every human being. The
fairy tale Cinderella is told everywhere where people continue to believe in the greater dignity of
their being.*

Cinderella is a character trait or human destiny that we can meet even today. To understand the
tale of Cinderella means to understand oneself in a similar situation, to encourage oneself to re-

37 Inthe Old Testament, on other pages, we can find a kind of continuation of the story of David in other contexts. David becomes a typical
embodiment of the whole nation. Israel, a neglected nation of nomads, is exalted to the dignity and glory of the royal people by David
on whose side God stands.

38 Cf. Eugen DREWERMANN, Landschaften der Seele oder: Wie man die Angst iiberwindet. Grimms Mdrchen tiefenpsychologisch gedeutet,
Volume 3, Ostfildern: Patmos, 2015, p. 122.

39 Cf. DREWERMANN, Landschaften..., p. 123.

40 Wilhelm GRIMM and Jakob GRIMM, Pohddky bratii Grimmii. Kompletni ,,Malé vyddni®, Praha: Brio, 2004, pp. 190-202.

41 Harsher than Bozena NEMCOVA, O Popelce a jiné pohddky, Praha: Nava, 1994.

42 Cf. DREWERMANN, Landschaften..., pp. 118-119.
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main in one’s most secret dreams and desires, and to trust in the value of oné’s existence. It means
to believe in your ‘fairy-tale’ dreams despite the painful ‘reality’

2.3. Cinderella Is Not the ‘American Dream’

Cinderella’s feelings take the form of an underestimation of her talents and abilities in an environ-
ment which she does not want or accept. If we looked for the opposite, it would be the ‘American
dream’ which states that one can be anything if one wants to and believes in oneself.* One can
become a millionaire even if starting out as a shoe shiner, a simple boy can become a president,
a young man barely skating on a country pond can become a professional ice hockey star. He just
has to want it, and purposefully work on his career. The ‘American Dream’ is compatible with big
shoulders and strong elbows. It promises that if one goes after one’s own dreams, one will make
them come true. ‘Cinderella, on the other hand, has the character of inconspicuousness, neglect,
underestimation. In order to grow up, she is waiting to be addressed and fought for by someone.
In popular terms: sit down, girl, in the corner, if you are kind, they will find you (Czech proverb).
The fairy tale Cinderella does not tell about the rise to power, wealth, and fame - that is, self-re-
alisation achieved by self-confident action and performance. Cinderella depicts a breakthrough
of the true self with all the beauty and greatness that comes only after a self-affirming discovery
made by another person, that is, as a result of a unique relationship. Its theme is choosing, rather
than narcissistic self-assertion. Cinderella doesn’t need to do much but it certainly doesn’t mean
that she can fold her hands in the lap.

The courage to be oneself is not a matter of course. There are several kinds of fear presented by
Fritz Riemann: the fear of surrendering oneself, the fear of self-realisation, the fear of transience, and
the fear of irreversibility. These four forms of fear put man in the role of ‘Cinderella’ and prevent
him from growing into the integrity of his existence.** Riemann also writes about what helps
people not to avoid contact with others due to their schizoid fear for themselves, not to remain
depressive in a relationship of addiction, not to compulsively cling to common things due to the
fear of change and transience, not to hysterically succumb to arbitrariness. One should also avoid
fear of necessity.*

The fairy tale suggests a solution and hides at least three keys to action:

e Although Cinderella by the Brothers Grimm is passive at first glance, her passivity is only
apparent. Cinderella mobilises her inner strength all the time thanks to the favour of
everyday little things. She doesn't ask for a gift but accepts any small thing someone comes
across. She also finds small and inconspicuous friends in the pigeons. At the same time, she
continues to long for the same conditions as her ‘sisters” have. She longs to go to the ball, to
be beautiful, to meet the prince...

e Then the favour of good forces enters Cinderellas life. A woman from another world,
a fairy or, in some versions, a dead mother who likes her, advises and encourages her.
This is a description of a situation of repeated reassurance by another person. Such
a situation can be created using suitable conditions. When we think of the ‘fairy-tale
aspect’ of this revelation which, in the Jewish-Christian religious tradition, takes the form

43 Max WEBER speaks in a similar sense of Protestant ethics as of a religiously motivated attitude to work and vocation within Protestantism.
Max WEBER, Protestantische Ethik und der Geist des Kapitalismus, Koln: Anaconda Verlag, 2018.

44  Fritz RIEMANN, Grundformen der Angst, 41* ed., Miinchen: Ernst Reinhardt, 2013.

45 Kriteria viz RIEMANN, Grundformen..., p. 17.
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of God’s ‘choosing, we find a cure that unites many small supporting elements and forms
them into courage. Cinderella begins to act on her own, not as she is expected or forced to
by circumstances.

o The transformation does not come immediately — Cinderella’s true self initially breaks
through only within a limited time. The spell is valid until midnight only, then one needs
to sit in the ashes again. After some time, when the prince puts on her slipper (which is so
unique that it only fits her), Cinderella definitively changes. By declaring her property, she
turns magical moments into real life.

The example of the religious pedagogical reflection upon this classic fairy tale shows a parallel to
the biblical motive of choosing and also describes a specific path of spiritual growth. It is the right
to efficient use of internal resources, the need to meet with personal support from others, and the
need of time for the process.

3. (Religious) Education - Narrative Education

Following the example of the analysis of the educational potential of the classic fairy tale within
its closeness to religious education, in this part I will try to expand the question of the relationship
between fairy tale and religion in a more general direction towards the topic of narrative in
(religious) educational processes.*®

Reading fairy tales or, even better, listening to the narrative in general is a phenomenon that
invites readers or listeners to confrontation - in the protected environment of the story — with
borderline situations. Thanks to fairy tales, they learn through these — often unhappy - experienc-
es to talk about them while using story images or comparing situations or the nature of the acting
characters. Through a narrative dialogue with the story, we can learn both to act more responsibly
and to appreciate the time spent with the story as unique, rare, and, in a sense, ‘sacred’* The imag-
es of the story, the comparison to situations, or the character of the characters also inadvertently
provide a vocabulary for religious speech and thus help to pronounce the unspeakable.*®

If we want to capture the potential of storytelling for religious education, generally deepened,
for example, also in narrative theology,* it is necessary to focus on the question of identity and
the question of the religious pedagogical conception of education, especially with regard to the
discourse of the mentioned type of theology.*® According to Heinz Streib, even this whole effort
can be narrowed down to a critical assessment of the tension between the child’s knowledge and
psychosocial development. This can take the form of knowledge or, conversely, psychosocial
one-sidedness which in turn projects into a person’s identity and into the focus of religious edu-
cation as such.”

46 Ludmila Muchova deals in detail with narrative as a didactic form of religious education. Ludmila MUCHOVA, Cile a cesty k hlubsimu
lidstvi. Didaktika vyuky ndboZenstvi pro 21. stoleti, Ceské Budé&jovice: Petrinum, 2017, pp. 112-118.

47 Cf. STREIB, Erzdhlte Zeit..., p. 182.

48 Ludmila Muchova pays more attention to the issue of understanding the religious form of speech. Ludmila MUCHOVA, Rdmcové
a skolni vzdélavaci programy a ndboZenskd vychova. Texty na pomoc studentiim oboru Utitelstvi ndboZenstvi a etiky, nevydany rukopis,
pp- 29-90.

49 Christoph WIESINGER and Stephan AHRNKE (eds.), Erzihlen: Ingrid Schoberth zum 60. Geburtstag, Gottingen: Vandenhoeck —
Ruprecht, 2019; Xavier LAKSHMANN, Textual linguistic theology in Paul Ricoeur, Bern — Frankfurt — Berlin - Vienna: Peter Lang, 2016.

50 Reinhold Boschki, for example, writes in detail about this issue when he discusses the origin of religious pedagogy as a scientific field and
names the core of the problem in connection with different concepts of theological anthropology. See more BOSCHKI, Einfithrung...,
pp. 37-48.

51 Cf. STREIB, Erzéhlte Zeit..., p. 189.
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Religious pedagogy - precisely due to its interdisciplinary nature>® - makes it possible to capitalise
on the potential of a joint search of, for example, biblical theology and psychology. This is evident
from the example of the thematic fairy tale Cinderella but also from a number of other examples.”
The unifying element is the search for the imaginary ‘red thread of life’ which is accompanied by
questions such as: What is it? What characterizes it? Who is involved? What creates it? Then there
is the question which is decisive from the religious-pedagogical point of view and carries a more
complex question of God in itself: Who writes the story of my life?>*

Heinz Streib thus brought the concept of ‘narrative identity’ formulated by Ricoeur into the prac-
tice of religious education and, in this context, began to speak of ‘narrative education.

Its outlines would then be as follows:*

» Narrative taking into account working with symbols
Experiencing symbols and stories is crucial for the formation of (religious) identity.”® When
we tell the story of our lives, we also interpret it. Continuity and integration are crucial factors
in such narration. Biblical texts also tell stories about the search for identity, about conflicts of
life roles, etc. For example, the story of how Jesus calmed the storm (Mark 4:35-41) may point
to a life stage in which one struggles with storms of relationship change, job insecurity, or even
the fear of death™ — it may point to processes which are understandable for listeners in analogy
with their own life story. In this way, we gain words, images, and motivation to express and
narrate our personal, inner story.*®
For the practice of religious education itself, there is a requirement to work with (biblical)
stories but also with the need to offer the opportunity to ‘read the text of your own life story,
that is, the right to work with a biography.”
The benefit of such a narration is the knowledge that even ‘my life story’ is multi-layered,
inexhaustible, and open to the future.

 Narrative taking into account play and the development of creativity
According to the paradigm of narrative hermeneutics, there is not just one story but several
of them. The interpretation of one’s own life is imperfect, sketchy, and so is the interpretation
of the lives of others. An unambiguous, complete, and generally valid autobiography is, in
this sense, impossible. Therefore, we must be able to learn how to deal with imperfections,
incompleteness, and how to withstand openness.*® The identity created by telling a personal life
story resonates in the context of other different life stories. In this way it highlights unity and

52 BOSCHKIL, Einfiihrung..., pp. 11-15.

53 For example, Hansel and Gretel, Little Red Riding Hood, Snow White, Sleeping Beauty, The Frog King, The Three Feathers, Three
Golden Hairs of Grandpa Know-All, or Iron John (Prince Bayaya). See the works of these authors (Bettelheim, Dickerhoft, Betz, Horn
and others).

54 Walter SPARN (ed.), Wer schreibt meine Lebensgeschichte? Biographie, Autobiographie, Hagiographie und ihre Entstehungszusammenhdnge,
Giitersloh: Giitersloher Verlagshaus, 1990.

55 For more information see STREIB, Erzéhlte Zeit..., pp. 192-195.

56 Cf., for example, Klaus EBERT, Religion im Alltag. Uberlegungen zur These vom Funktionsverlust von Religion, in: Alltagswelt und
Ethik. Beitrdge zu einem sozial-ethischen Problemfeld, ed. Klaus EBERT, Wuppertal: Hammer, 1988, pp. 17-53.

57 Eva MURONOVA, Tomas Cyril HAVEL and Hanni NEUBAUER, Gespriche mit Franz Kett iiber sein Leben und seine Pddagogik,
Grobenzell: Franz Kett-Verlag GSEB, 2015, pp. 133-134.

58 Cf. Jirgen LOTT, Erfahrung - Religion — Glaube. Probleme, Konzepte und Perspektiven religionspddagogischen Handelns in Schule und
Gemeinde, Weinheim: DSV, 1991, p. 224.

59 MUCHOVA, Cile a cesty..., pp. 118-122.

60 Cf. Wilna A. J. MEIJER, The Plural Self. A Hermeneutical View on Identity and Plurality, (Paper presented on the 8" Meeting of the
International Seminar on Religious Education and Values, Banff, Alberta), Manuscript, 1992, pp. 5, 9. Cited in accordance with STREIB,
Erzahlte Zeit..., pp. 181-201.
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represents an invitation towards a creative approach.

For one’s own practice of religious education, this may mean the right to develop creative com-
petence. One should creatively develop openness to different interpretations and seek current
patterns for understanding one’s own life, the lives of others, and the world as such. This applies
not only to fairy tales but also to biblical texts in which Baldermann emphasises the potential
to become a framework story.! Such a story places a certain problem of a selected biblical text
in a situation in which it may appear as a symbolic story. Thus, it can become a ‘contextual
story’®> which leads a person to his differentiated perception.

The consequence of the realisation of a narrative that takes into account play and the develop-
ment of creativity is the joy of a creative approach to life and its stories. They may include the
story of religion.

Narrative taking into account the courage to fragmentation

Education is and will remain an open process, and the same is true of religious education. It
is not aimed at achieving a specific state. It is rather a movement and a vision. The concept
of (religious) identity evokes the idea of the attainability of a certain harmony, completeness,
permanence. Unfortunately, this is accompanied by the temptation to lead education and eval-
uate its quality through achieving such goals.® However, religious education should retain the
form of critical regulation and ‘uncertain vibration}** rather than blind normativity. Religious
education must be warned of the temptation of ideologisation, and it must acknowledge the
unattainability of perfect being, the reality of division, inner rupture, and incompleteness
(fragmentation), and to work with these facts thoughtfully.®

For one’s own practice of religious education, this means the right to accept the fact that the
new also includes the extinction and loss of the former. Figuratively speaking, today we are the
ruins of our future. We are buildings which might not be finished by anyone. Such education
will support an environment of open creativity and will resemble a laboratory looking for new
ways.

The narration carried out in this way will contribute to the ability to think, ask questions, think
critically, and thus be immunised against the infection of fundamentalism, among other things.
Narrative taking into account the potential of diversity

The uniqueness of the story and the courage to tell it, especially when it comes to the story of
one’s own life, are circumstances that necessarily bring the right to reflect upon the pedagogical
approach at the level of teacher-student or student-student. Pupils thus become partners and
subjects, not objects of pedagogical work. Everyone, including the teacher, bears their share of
responsibility for the atmosphere. In these conditions, they encounter in the diversity of their
stories, including the stories of specific religions. This situation includes the requirement for
the quality of interaction between people with different perspectives, different socialisation,
different interests, and different abilities to reflect upon these processes.””

Walter NEIDHARDT and Hans EGGENBERGER (eds.), Erzidhlbuch zur Bibel, volume 1 (1975), volume 2 (1989), Ziirch: Lahr.

Cf. BALDERMANN, Uvod..., p. 107.

The concept of ‘pedagogy of discomfort, authored by Megan Boler, is critical of this model of pedagogical thinking. Megan BOLER,
Feeling Power: Emotions and Education, New York: Routledge, 1999. But also the other authors, see Daniel BURGHARDT, Nadine
DZIABEL and Thomas HOHNE (eds.), Vulnerabilitit. Pidagogische Herausforderungen, Stuttgart: Kohlhammer, 2017; Hildegund
KEUL and Thomas MULLER (eds.), Verwundbar. Theologische und humanwissenschaftliche Perspektiven zur menschlichen Vulnerabilitdt,
Wiirzburg: Echter, 2020.

Toma$ HALIK, Co je bez chvéni, neni pevné. Labyrintem svéta s virou a pochybnosti, Praha: Lidové noviny, 2002.

Cf. Henning LUTHER, Religion und Alltag. Bausteine zu einer Praktischen Theologie des Subjekts, Stuttgart: Radius, 1992, pp. 150-159.

Cf. LUTHER, Religion..., p. 170.

Cf. MEIJER, The Plural..., p. 6.
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For the practice of religious education, this means the right to educate towards openness. In
this way, foreign’ stories become essential elements of common learning precisely because of
their foreignness.®®

The narrative which takes into account the potential of diversity opens up space for appre-
ciating the diversity of relationships, and thus the possibility of understanding the Christian
conception of God in an original way.

3.1. Narrativity in the Practice of Religious Education in the Czech Republic

Narrative in general® and fairy tales in religious education in particular are, in a sense, ‘Cinderella’
in the Czech environment. We can, however, still find fairy tales in the methodological materials
for preschool education and teaching of religion in primary schools. In the programmes of initia-
tion catechesis, the topic of fairy tales is not included at all and narrativity is offered mainly within
the work with biblical stories, or in connection with the biographies of saints.

Didactic ways of working where we can meet narrative in religious education are, for example,
bibliodrama and work with biblical characters,” the pedagogy of Franz Kett,”" and the catechesis of
the Good Shepherd.”? Only Franz Kett’s pedagogy offers direct work with a fairy tale.

The ability to tell a story and work with it is part of the basic professional equipment of a teacher,
especially at lower levels of education. Narrative in general education can be found, for example,
in storytelling, creative drama, working with ‘stories from a briefcase, or within the development
of pre-reading and reading literacy.”

If we, for the purposes of this text, deal with the issue of the relationship between narrativity (in
the form of work with fairy tales) and religious education only, I see two ways. One is named
by Ludmila Muchova. In her proposal for a framework programme of religious education for
available hourly allowance, she also presents the area of ‘opening and developing basic existential
experience and their deepening into elementary religious experience’ as a contribution to the
formation and development of key competencies. This is then specified in more detail in the
thematic unit ‘openness to basic life experience.’ Fairy tales can be a proven tool here. The second
way is the area of ‘understanding the religious form of biblical language’” which, in a broader
sense, presupposes understanding of the archetypal images in classic fairy tales in general.

The proposal of the framework programme of religious education as a cross-sectional theme in
the abovementioned script opens the way to work with storytelling even more specifically.” In
the field of knowledge, skills, and abilities, it formulates the right to understand the truth about
the world through various literary and thought forms.”” As part of examples of methodological
elaboration, we will also find the story O tajuplném kosi (About the Mysterious Basket) and its

68 See more in, for example, Tomd$ Cyril HAVEL, Das kann doch nicht wahr sein! Der Verlust der Wahrheit als Herausforderung fiir
Religionspadagogik, in: When East and West Meet. Contemporary Perspectives on Religious Education in Honour of Ludmila Muchovd,
ed. Franti$ek STECH and Bert ROEBBEN, Svitavy: Trinitas, 2019, pp. 187-198.

69 In the case of religious education, this includes, for example, the testimonies of contemporary believers about their relationship with
Christ, or specific gospel parables which are in the form of narration.

70 © Ceské katolické biblické dilo (on-line), available: www.biblickedilo.cz, cited 26" June 2020.

71 © Spole¢nost Pedagogiky Franze Ketta (on-line), available at: www.kett.cz, cited 26™ June 2020.

72 © Katecheze Dobrého Pastyfe (on-line), available at: www.katechezedobrehopastyre.cz, cited 26™ June 2020.

73 This summary is based on the author’s many years of experience with religious education in the Czech environment. However, it does
not claim completeness.

74  See more in MUCHOVA, Rdmcové..., pp- 21f.

75 See more in MUCHOVA, Rdmcové..., pp- 29f.

76 In addition to the legends of St Catherine, St Christopher, The Other Wise Man and others, there are also the following classic fairy tales.

77 MUCHOVA, Rdmcové..., p. 27.
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connection to the biblical story about a blind beggar called Bartimaeus” or the fairy tale the Star
Money which is a combination of fairy tale and legendary form. In this tale, the children ‘experi-
ence the simply expressed ethos of Jesus: those who give out of the goodness of their hearts will
receive a hundred times more’” According to Muchova, another fairy tale suitable for inclusion in
religious education can also be the classic fairy tale the Three Feathers by the Brothers Grimm. Its
aim is to know how to reveal paradoxical statements and meet the clash of ‘superficial and inner
experience of the world and appreciate the inner approach to the world’*

The optional subject of religion in primary schools (which is specified in this way) is a part of
the document Osnovy k vyuce nabozZenské vychovy fimskokatolické cirkve v 1.-9. rocniku zdkladni
$koly (Curriculum for Teaching Religious Education of the Roman Catholic Church in the 159
classes).’!

The most recent CBK (Episcopal Conference of Czech Republic) document on the topic of re-
ligious education Dokument o sméfovdni katecheze a ndboZenského vzdéldvdni v Ceské republice
(Document on the Direction of Catechesis and Religious Education in the Czech Republic),*
which has a material-kerygmatic focus.®

In the methodological materials prepared in connection with the curriculum for teaching religion
by Eva Muronova et al. and published under the heading of the Diocese of Ostrava-Opava for
some classes of primary and secondary school, we encounter work with stories and fairy tales and
their narration in many places.®* Of the classic fairy tales, these are mainly The Little Match Girl
by Hans Christian Andersen, or the Star Money of the Brothers Grimm.

Another material for teaching religion, in which we can also find stimuli for working with a figu-
rative story, is the magazine Duha® or methodological materials containing didactic procedures

78 Ibid., pp. 35-38.

79 Ibid., p. 39.

80 Ibid., p. 82.

81 © CBK, Osnovy k vyuce nabozenské vychovy timskokatolické cirkve v 1.-9. ro¢niku zakladni $koly. The text was prepared by Ludmila
Muchovd and Eva Muronova (on-line), available at: https://cbk.blob.core.windows.net/cms/ContentItems/297_00297/27-osnovy-k-
vyuce-nv.pdf, cited 26" June 2020.

82 © CBK, Dokument o sméfovani katecheze a ndbozenského vzdélavani v Ceské republice (on-line), available at: https://cbk.blob.core.
windows.net/cms/Contentltems/297_00297/38-dokument-200-20smerovani-20katecheze.pdf, cited 26" June 2020.

83 See more in Georg HILGER, Stephan LEIMGRUBER and Hans-Georg ZIEBERTZ, Religionsdidaktik: Ein Leitfaden fiir Studium,
Ausbildung und Beruf, Miinchen: Késel, 2. ed, 2003, pp. 42-66.

84 An example, in the methodology for the 4" class, is Theseus’ labyrinth in connection with work with the Bible, p. 11; The Parable of
the Fisherman with the theme of the idea of heaven, p. 29; The legend of St Lucia, pp. 35; The Hall of Light in connection with Jesus’
statement I am the light of the world, p. 41. (Eva MURONOVA, S tebou na cesté: Metodika k pracovnim listiim ndboZenské vychovy pro
4. tfidu, Brno: Kartuzidnské nakladatelstvi, 2004); in the methodology for the 5% class it is work with the literary text The Holy Night by
Selma Lagerlof, p. 49; The Little Prince in connection with the statement I am the vine, p. 66; The Little Match Girl by H. C. Andersen
in connection with the Way of the Cross, p. 80. (Eva MURONOVA, Spolecné vytvdiime bozi krdlovstvi: Metodika k pracovnim listiim
ndbozenské vychovy pro 5. tfidu, Brno: Kartuzidnské nakladatelstvi, 2004); in the methodology for 6™ class The Story of the Three Trees
in connection with Easter, p. 79 (Eva MURONOVA, Spolecné objevujeme viru: Metodika a pracovni listy k vyuce ndboZenské vychovy
pro 6. tiidu Z8, Brno: Kartuzidnské nakladatelstvi, 2004); in the methodology for 7" class The Star Talers in connection with Christmas,
p- 85; A fairy tale Chléb 3tésti (The Bread of Happiness) in the theme of the sacraments, p. 117 (Eva MURONOVA, Rosteme ve vite:
Metodika a pracovni listy k vyuce ndboZenské vychovy pro 7. tfidu ZS, Brno: Kartuzidnské nakladatelstvi, 2006); in the methodology for
the 8% class The Little Prince in connection with the topic of prayer, p. 144; The Hundredth Name of God in connection with the first
commandment of the Ten Commandments, p. 115 (Eva MURONOVA and Ludmila MUCHOVA, Utvdret zivot: Metodika a pracovni
listy k vyuce ndbozenské vyichovy pro 8. t¥idu ZS, Brno: Kartuzidnské nakladatelstvi, 2009).

85 I choose from recent years Ctyfi pribéhy k piipravé na slaveni svatosti eucharistie — Four stories in preparation for the celebration of
the Sacrament of the Eucharist(15-2012/2013), Kamennd polévka — Stone Soup (13-2012/2013), Nebeska polévka — Heavenly Soup (14-
2012/2013), Slepi¢i polévka a viiné rtizi — Chicken Soup and the Scent of Roses (12-2012/2013), Karolina se zelenym nosem — Caroline
with the Green Nose (1-2012/2013), Viechny barvy svéta - All the Colours of the World (1-2013/2014), Cerveny krél a bila hvézda
- The Red King and the White Star (9-2013/2014), Neboj se, nejsi na to sim — Dont Worry, You're Not Alone (1-2014/2015), Pirka
duhového ptacka — Rainbow Bird Feather (1-2015/2016), Pro¢ musim v nedéli do kostela - Why Do I Have to Go to Church on Sunday
(18-2016/2017), Vanoce ve chlévé — Christmas in the Barn (8-2019/2020).
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of Franz Ketts pedagogy.®

Although it may seem that many examples reflect the richly reflected upon practice in the appli-
cation of narrative (fairy tales) in religious education, this is not the case. It is obvious that this, in
a sense, is kind of ‘Cinderella’ It is a concept of religious education based on anthropological and
existential starting points which is a marginal issue in the Czech discussion of religious education
and catechesis.

Conclusion

Fairy tales, narrativity, and religious education are seemingly unrelated facts which I have tried to
bring into the mutual and, for the quality of education, stimulating relationship, and thus enrich
the discourse of (religious) education in our environment. Finally, I will mention two important
challenges. As religious pedagogy is a ‘borderline’ field, I address the first challenge within theo-
logical discourse, and the second one within pedagogical discourse.

The first challenge is directed to the communion of the Church which, by letting fairy tales and
other figurative stories into its educational content and reviving a sense of telling not only biblical
stories but also stories that contribute to the understanding of biblical stories, can once again be-
come, in the words of Johann Baptist Metz, a place of ‘remembrance’ and thus regain its credible
face.¥” It means the courage to abandon a certain ‘colonial’ mentality, coupled with an ambition to
control, and discover the value of many small stories of specific people.®

The second challenge, on the other hand, is aimed at general educators so that they will not be
afraid to appreciate Christianity with its rich reservoir of narratives. They can enrich general edu-
cational content and help personality development. Even here the ideas are valid of the researcher
of John Amos Comenius, Jan Habl, who says, ‘a person exposed to the power of a story is a being
who experiences a holistic experience in which he thinks, feels, believes, experiences, identifies
himself with someone or something, receives information, evaluates, etc’® At the end of his study,
Habl proposes the rehabilitation of narrative discourse in pedagogy, and introduces the concept
of didactic narrativisation. He sees this as a two-level methodological principle which reads:
whatever can be communicated narratively, let it be translated into this form. Let all material that
is narrativisable be narrativised.
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86 Toma$ Cyril HAVEL and Eva MURONOVA (eds.), Odkud mdm jméno: Metodika ke katechezim o svatych, Brno: Kartuzidnské
nakladatelstvi, 2013; Tomd$ Cyril HAVEL and Eva MURONOVA (eds.), Naplnil se ¢as, Brno: Kartuzianské nakladatelstvi, 2012; Eva
MURONOVA, Margot EDEROVA and Tomé§ Cyril HAVEL, Aby malé bylo velké, Brno: Kartuzidnské nakladatelstvi, 2008.

87 METZ, Glaube...

88 See more in STREIB, Erzdhlte Zeit..., p. 198.

89 Jan HABL, U¢it (se) pribéhem: Komenského Labyrint a didaktické moznosti narativni alegorie, Brno: Host, 2013, p. 55.
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Aischylova Oresteia a problém tragickej prirodzenosti

cloveka
Lukas Jenik

Abstrakt:

Stale aktualny vyznam antickych tragédii a tiez ich neustala inspirativnost pre vzdelavanie
a vychovu spociva okrem iného aj v ich prispevku k problematike hladania podstaty fudskej
prirodzenosti. Aischylovo dielo patri medzi kficové medzniky literatury, ale je tiez prikladom
rodenia sa Specifickych (nie filozofickych) odpovedi na otazku, kto je ¢lovek. Ciefom analyzy
trildgie Oresteia je prezentovat vybrané aspekty tohto myslenia, ktoré reflektuje i predzna-
menava problémy, ktoré neskér nachadzame vo filozofii od 5. storocia pred Kr. Studia sa tiez
zameriava na instrumentalnu hodnotu tragédie, ktora nie systematicky, ale o to viac efektivne
a sugestivne, predstavuje jeden aspekt [udskej prirodzenosti — homo tragicus. Odpoved na
otazku ludskej prirodzenosti suvisi u Aischyla aj s jeho akcentom na vyznam zdkona a spra-
vodlivosti, ktoré maju byt jedinym panovnikom v obci.

Klucové slova: Aischylos, tragédia, ludska prirodzenost, polis

Uz v antike st divadlo a drama in§trumentom a ideovym priestorom, v ramci ktorého s divakom
predstavené konkrétne etické myslienky a politické idealy. Vdaka divadelnej performancii a jej su-
gestivnemu posobeniu na divakov dochadza k efektivnemu formovaniu a inspiracii ¢lenov polis.!
Otdzka spravodlivosti vSak bola pritomna v gréckej kulttre skor nez vznikaja diela klasickych tra-
gédii. Uz antické myty, ako ich predstavuju Homér ¢i Hesiodos, odrazaju formy predfilozofického
pravneho uvazovania o problematike zdkona, spravodlivosti a cnosti.> Avsak v obdobi po gréc-
ko-perzskych vojnach dochadza k vyraznej politickej transformacii gréckej spolo¢nosti a tento
ideologicky a politicky obrat ovplyviuje a vyuziva umenie divadla a dramy v $tatnej propagande.
Umenie basnictva, drama a divadlo na tuto spolocensku premenu nielen reaguju, ale zaroven ka-
talyzuju uvedené procesy premeny a napomahaju aj ich spoloc¢enskému prijatiu.’

Divadloadrama,atovtragédiach ¢ikomédiach, bolia su ¢asto projekénym platnom spolocenskych

1  Predstavitelov klasického antického divadla (tragédie i komédie) charakterizuje prenikanie socidlnych a politickych tém do ich diela,
a tak i vychovy k cnosti. Tento staromédny idedl sa v 4. storo¢i pred Kr. vytraca, ¢o viedlo aj ku konzervativnym teoretickym reflexidm,
ktorych prikladom je aj Aristoteles. Pozri Nurit YAARI, Greek Tragedy in Theory and Praxis: Aristotle’s Theory of Tragedy in the
Perspective of Aristophanes’ Theatre Practice, Maske und Kothurn 1/1989, s. 7-19. Pozri tie? Jaroslav DANES, Politické aspekty ecké
tragédie, Cerven}'l Kostelec: Pavel Mervart, 2012, s. 13-29.

2 Kuvedenému pozri Rastislav NEMEC, Filozofia prdva I. Od Homéra po Augustina, Trnava: Dobrd kniha, 2017, s. 12.

3 Porov. Thomas A. SZLEZAK, Za co vdéi Evropa Rekiim, Praha: Oikoymenbh, 2014, s. 151-162.
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zmien a spolocenskej kritiky.* AvSak nemenej dolezitym aspektom gréckej tragédie je existencia
tragického hrdinu - individua, ktorého identita a prirodzenost je ur¢ovana tragickym kontextom.
Bez ohladu na antropologicky vyznam divadla, samotna antickd drama nam este pred filozofiou
predstavuje vo vSeobecnosti prinos kultiry tragédie a dramy k debate o Tudskej prirodzenosti.
Tento aspekt nazerania na prirodzenost ¢loveka nie je nieco, ¢o sa v teérii dramy objavuje au-
tomaticky, a to z prozaickych dévodov: Prvy systematicky mysliaci teoretik tragédie a divadla,
Aristoteles, uz totiz nechape divadlo ako performanciu v modernom antropologickom zmysle,
ako echo sveta ritudlu, sveta stretnutia profanneho a sakralneho. Chape tragédiu ako efektivny
nastroj, ktory ocistuje prebytok vasni. Tato pasca, do ktorej Aristoteles svojou autoritou vtahuje
vSetkych svojich nasledovnikov, ovplyvnila chapanie tedrie divadla a tragédie az do obdobia post-
moderného divadla.’ Jean-Pierre Vernant zdoraznuje, Ze ,tragédia sa v Grécku vynorila na konci
6. storocia pred Kr. Av$ak ani nie za sto rokov sa Zila tragédie vycerpala a ked Aristoteles v 4. sto-
roci pred Kr. predstavi v Poetike svoju tedriu tragédie, uz davno nerozumie tomu, o je tragicky
hrdina. Mozno povedat, Ze sa mu stal nie¢im nezndmym®.

Je to prave tragickost fudskej existencie, o ktorej nds anticka drama poucuje a pre ktort neprestava
byt stale aktudlnou i dnes. Tragédie, ktoré pramenia z medziludskych vztahov, nie si odlisné od
problémov dne$ného cloveka. Ako uvadza Alessandro D’Avenia, esenciou tragédie je aktualna
pritomnost len tragickych volieb. Nemozno pred nimi uniknut, no nemézeme nevolit.” Tento
aspekt presahuje perspektivu Aristotelovho uvazovania o tragédii ako ¢innosti, ktora sprostred-
kuje iba katarziu. Vernant zaroven implicitne zdoraznuje pritomny konflikt antického divadla
a dramy ako jednej paradigmy vzdelavania a pertraktovania ludskej prirodzenosti s nastupom
filozofie Sokrata, Platéna a napokon Aristotela.® U antickych dramatikov, autorov tragédii i ko-
médii, totiz badat zrkadlenie tych pojmov a problémov, s ktorymi sa stretavame v dielach do-
bovych i neskorsich filozofov, ale tiez v celom spektre humanisticky orientovanej psycholdgie
a pedagogiky.’

Preco v$ak siahnut po diele antickych dramatikov, ked st problémy, ktoré su v tragédiach iba
v naznakoch, rieSené na poli filozofie systematickejsie a presnejsie? Nie je to predsa filozofia,
ktora dava odpoved na otazku, kto je clovek? Analyza vybraného Aischylovho diela odhaluje, ze
ambiciu odpovedat na takto polozent otazku ma okrem mytu aj svet antickej dramy a divadla. Na
rozdiel od filozofie je v§ak svet dramy ovela efektnejsi. Dosah umenia, na ktory sa Platon pozera
s podozrenim, bol a je i dnes zna¢ne vacsi ako slova filozofa. Bez ohladu na toto napétie, umenie

4 Porov. Charles SEGAL, Divik a poslucha¢, in: Reck}'r ¢lovék a jeho svét, ed. Jean-Pierre VERNANT, Praha: Vysehrad, 2005, s. 183-185.
Podla Segala mozno v dielach tragédii zretelne rozoznat viacero socidlnokritickych problémov. Spomenut sta¢i iba niektoré: rodové
problémy (prikladom st Aischylova Oresteia, Euripidove zenské hrdinky Médea alebo tragédia Bakchantky), idealizaciu rozamného
vladcu (Sofoklov Krdl Oidipus), kritika tyranskych a svojhlavych sposobov vladnutia ¢i nasilnej politiky (Euripidove Tréjanky). Anticka
tragédia, text dramy ¢i komédie i divadelné predstavenie st reflexiou problémov polis. Segal zdoraziuje, Ze to bola prave tragédia, ktora
»dokazala v symbolické podobé rozvinout na jevisti soudobé diskuse o velkych moralnich a politickych otazkach(s. 183).

5  Porov. Florence DUPONT, Aristoteles alebo upir zdpadného divadla, Bratislava: Divadelny tstav, 2016. K podrobnejsej analyze pojmu
katharsis a implicitne k polemike s nizorom Dupont pozri Martin SARKAN, Ku problematike pojmu katharsis v aristotelovskych
tedriach tragédie a dramy, Studia Aloisiana 4/2016, s. 63-78.

6  Jean-Pierre VERNANT, Tensions and Ambiguities in Greek Tragedy, in: Myth and Tragedy in Ancient Greece, eds. Jean-Pierre VERNANT
— Pierre VIDAL-NAQUET, New York: Zone Books, 1990, s. 29.

7 Porov. © Alessandro D’AVENIA, Oreste o del futuro, in: Corriere della sera / Ultimo banco (on-line), dostupné na: https://www.corriere.
it/alessandro-d-avenia-ultimo-banco/19_settembre_16/2-oreste-o-futuro-315cab68-d791-11e9-9016-c6193fcbf5¢4.shtml, citovdno
dne 8. 6. 2020.

8  Porov. VERNANT, Tensions ..., s. 32-48. Explicitne sa uvedenej problematike venuje Martha C. Nussbaum, ktora poukazuje na vztah
etickych koncepcii v tragédiach, ktoré sa vyrovnavaju s ndhodnostou a teda i tragikou ludskych osudov. Pozri Martha C. NUSSBAUM,
Krehkost dobra: Ndhoda a etika v fecké tragédii a filosofii, Praha: Oikoymenh, 2003, s. 56-90.

9  Kuvedenému pozri Martin SARKAN - Rastislav NEMEC, Humanistic Paradigms of Education in the Postmodern Vision, in: Journal
of Pedagogy 2/2010, s. 99-119.
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i filozofiu spaja snaha o reflexiu skutoc¢nosti. Predmetom nasledovnych casti textu je analyza Ais-
chylovej trilogie Oresteia, ktora - i ked ide o tragédiu ramcovanu antickym mytom - ukazuje
ambiciu umelca zodpovedat otazky typické pre filozofiu: co sposobuje fudské nestastie — tragé-
diu - a v ¢om prameni schopnost ¢elit jej. Na osudoch jej hrdinov mozno ilustrovat dramatikovo
predfilozofické skimanie existencialnej situacie ¢loveka (slobodny/neslobodny), jeho prirodze-
nosti (racionalny/iracionalny) a zmyslu jeho existencie (tvor spolocensky).'® Tieto vybrané oblasti
predstavuju kontext, ktory ramcuje otazku ludskej prirodzenosti nielen pre Aischyla, ale najst ho
mozno u Sofokla a tiez Euripida."

1. Aischylos a sloboda poddanych

Bez ohladu na debatu o vyvine tragédie a komparacii jednotlivych diel, ich obsahovej naplne
a formalnych $pecifik u klasikov antickej tragédie, mozno povedat, ze Aischylos je prvy z velkych
dramatikov, v ktorého diele mozno sledovat to, ¢co Martha C. Nussbaum nazyva prakticky konflikt.
Ten definuje nasledovne: ,,Grécka tragédia ukazuje dobrych Iudi, ktori upadaju do skazy z dévo-
dov, ktoré sa im prihodia, z dovodov, nad ktorymi nemaju moc. Zaiste, je to smutné, ale je to bez-
na skusenost ludského Zivota a nikto by asi nepopieral, Ze sa to stava.“'* Uz od Aischyla nas grécka
tragédia uc¢i vyrovnat sa s tymto faktom, ktory nevyriesi viera, ale ani intelektualna analyza.
Tento prakticky konflikt je uz spomenuty esencidlny motiv tragédie, ktory nendjdeme v ziadnej
antickej kulture definovany tak sugestivne. Pre porovnanie je tu zvolanie Zidovského proroka Je-
remiasa (Jer 17, 5-8), ktoré je ukazkou kontrastného uvazovania. Grécke tragédie a prorocké zvo-
lanie Jeremidasa su zrkadlenim dvoch odlisnych kultar i nabozenskych presvedceni.

Jeremias zdoraznuje priamu kauzalitu medzi fudskou volou, ludskym slobodnym vyberom a na-
slednym konanim a volou Boha, ktory dopusta tragické skusky. Pre veriaceho Zida a neskor aj
krestana je vSak dopustenie spojené s uc¢elom. Nestastie sa interpretuje vzdy s prihliadnutim na
prozretelnost a spravodlivost a tak i nadej."* Ucelom nestastia, ktoré stretdva biblické postavy
ako Job ¢i Jeremias, je obratenie hriesnika, resp. demonstracia prozretelnosti. Boh tresta, ale tiez
pozehnava podla toho, ¢i jedinec prekracuje alebo riadi svoj zivot podla zmluvy. Po takejto pred-
pokladanej ucelovosti vSak v antickej drame a tragédii nie je ani stopy. Tragédie jednoducho su.
Nemaju ziaden tcel, nevedu de facto k Ziadnemu poznaniu transcendencie, ktord prekryva tra-
gickost a ddva jej zmysel. Okrem banality zla tu mame banalitu tragédie. Tento motiv, ktory na-
plno zaznie predovietkym v Sofoklovej tvorbe, vSak mozno badat aj u Aischyla a tiez Euripida
a charakterizuje ich uvazovanie o fudskej prirodzenosti, o cloveku ako homo tragicus.

Tragickost ludskej existencie nie je nieco historicky vzdialené. Naopak, tragickost a s nou stvi-
siace polohy ako kafkovska absurdita ¢i bizarnost su, ako sugestivne uvadza D’Avenia, prirodze-
nou sucastou kazdodennosti.'* Prave v tom spociva sugestivnost a efekt tragédii zobrazujtcich

10 Pertraktovanie ludskej prirodzenosti v zlomovy okamih gréckej kultury nie je len $ir$i filozoficko-literarny problém, ale dodnes Zivym
filozofickym problémom. Problém prirodzenosti je ramcovany krajnymi polohami esencializmu s postulatom nemennej prirodzenosti
a naprotivkom je krajny socidlny konstruktivizmus. Medzi tymito dvoma polohami existuje priestor pre diskusie o takpovediac tvrdom
jadre nemennych vlastnosti a obale, ktory tvoria premenlivé a kultivovatelné vlastnosti. K uvedenej problematike pozri Miroslav
KARABA - Rastislav NEMEC, Clovek medzi prirodou, kultirou a technikou: vybrané reflexie problému ludskej prirodzenosti, Trnava:
Dobra kniha, 2018.

11 Dakujem ctenym recenzentom za podnetné a konitruktivne pripomienky, ktoré napomohli k vylepseniu prace, na¢rtnutie dalsich
perspektiv skiimania a upozornenie na absenciu zavaznych titulov k téme.

12 NUSSBAUM, Krehkost..., s. 93.

13 Porov. George STEINER, Smrt tragédie, Bratislava: Divadelny tstav Bratislava, 2011, s. 7-10. Pozri tiez NUSSBAUM, Krehkost..., s.
139-141.

14 ,Lessenza della tragedia ¢ infatti dover decidere tra opzioni ugualmente senza speranza, come in uno degli scatti pitt drammatici dell'11
settembre, nel quale vediamo un uomo lanciarsi nel vuoto pur di non bruciare vivo: The falling man. Anche noi, a volte, ci sentiamo cosi
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prakticky konflikt."> Klasické diela, akymi st tragédie, nie si o ni¢ menej blizke existencialnym
otazkam nez diela modernej literatury, pretoze autorom a Citatelom je ten isty subjekt — clovek.
Zobrazuju skisenost v podobe neparafrazovatelnych umeleckych diel, ktorych efektivita nepod-
poruje len nasu imagindciu, ale pred divadka performancie a ¢itatela textu kladu dramy napokon
pribeh jedného typu zovseobecnitelnej [udskej skisenosti. Subjektivna skusenost sa stava stcas-
tou celého spektra jednej mnoziny skuisenosti — skisenosti ¢loveka a jeho existencie. Diapazén
dejinnych odpovedi na toto existencialne vychodisko (a to bez ohladu na to, ¢i chapeme tragicky
prakticky konflikt ako vychodisko bez konca alebo opacne: ako nieco, ¢o ma rieSenie) mozno
najst v roznych filozoficko-antropologickych, nabozensko-spiritualnych a etickych tedriach.

V diele Aischyla (525/524-456/455 pred Kr.), prvého z klasickych antickych dramatikov, vidime
podla Eriky Fischer-Lichte zrod toho, ¢o mozno oznacit ako dramatické vyjadrenie idealu vznika-
jucej a budujucej sa polis a s tym spojenych okolnosti. V pripade Aischylovych tragédii je praktic-
ky konflikt tragickych hrdinov, ktori sa rozhoduju medzi r6znymi tragickymi volbami, zasadeny
do kontextu uvazovania o spravodlivosti. Prirodzene, to vedie k otazkam: ¢o ma spravodlivost
spolo¢né s povahou ludskej prirodzenosti a v akom zmysle nds umenie mdze poucit o tomto
praktickom konflikte?

1.1. Hrdina ako slobodny a spravodlivy ,,otrok® polis

Tragickost prameni v osude [udskej bytosti, no napriek tomuto bremenu otroctva a neslobody
buduje Aischylos v priestore dramy ideal bytosti, ktora ¢eli otroctvu predurcenia, kliatby a osu-
du. Takato bytost kona sice s tragickymi dosledkami, ale jej konanie je typicky ludské. Zaroven
Aischylos nacrtava priestor, v ktorom je mozné moderovat a ¢iasto¢ne eliminovat dosah tragic-
kosti, a tym je spravodlivo spravovana polis.

Oresteia je ukazkou spojenia témy tragického konfliktu a kontextu debaty o spravodlivosti.'®
Ide o trilogiu, ktora sa sklada z viacerych samostatnych dramatickych celkov, ktorych obsahom
je jeden konkrétny mytus, a to genéza a dejiny kliatby Atreovho domu ¢i rodu.'” Trilogiu tvoria
hry: Agamemnon, Obet za mitveho a Eumenidy'.

Aischylos obsahovo i formdlne vychddza z tradicnych eposov a umenia bdsnictva, no jeho spra-
covanie starsich mytologickych pribehov je v mnohom paradigmatické. Hladanie povahy zdkona
(nomos) a idealu spravodlivosti (diké), ktoré nachadzame uz u Hesioda ¢i Homéra je zretelne

e scegliamo cio6 che in quel momento ci sembra il male minore.“ © DAVENIA, Oreste...

15 Porov. NUSSBAUM, Krehkost..., s. 138. Podobne ako Steiner, aj Nussbaum pracuje s intuitivnym predpokladom, ze prakticky konflikt
nie je pritomny len v antickych tragédiach, ale tiez v kazdodennom zivote. Co je vak dévodom, Ze sa tento fenomén stava predmetom
priamej i nepriamej kritiky, ¢o napokon vedie k tzv. smrti tragédie? Odlisnost helénskej, semitskej a neskorsej krestanskej kultury je
prili§ v§eobecna hypotéza a podla Nussbaum prameni smrt tragédie v samotnej gréckej kulture - vo filozofii. Poc¢iatkom smrti tragédie
nie je ni¢ iné ako postupny zrod intelektudlnej dominancie filozofie a akcent na systematické rieSenia. Prakticky konflikt bez rieSenia
je totiz presnym opakom toho, kam chce viest myslenie Sokrata, Platona ¢i Aristotela, ktoré hlada a pontka noetické hodnoty: pravdu
a istotu. Filozofické hladanie v sebe nesie optimisticky predpoklad nédeje, Ze tragické okolnosti fudskej existencie sa daji prekonat, ale
da saim aj vyhnut. Tu vSak nejde o nadej v zmysle viery, ale nadej, ktora vyviera z filozofického rozvazovania predpokladov, ktoré suvisia
s ludskou prirodzenostou. K uvedenému blizsie pozri Rastislav NEMEC, O nédeji z filozofického hladiska, Viera a Zivot 3/2013, s. 75-79.

16 Porov. Erika FISCHER-LICHTE, Dejiny drdmy, Bratislava: Divadelny tstav, 2003, s. 19-30. Oresteia bola inscenovana v roku 458 pred
Kr. Rovnako ako Fischer-Lichte aj Goldhill zdéraznuje, ze chépanie aténskej demokracie, fenomén $tatnych sviatkov a tloha divadla
ako média formovania ob¢anov obce je kontext a optika, skrze ktort hodno interpretovat aj dielo Oresteia. Aischylove dramatické
dielo podporuje a zaroven vyuziva vietky uvedené faktory. Divadlo sa stdva zdrojom propagacie idedlu polis ako demokratického
spolo¢enstva, v ktorom institdcie préva strazia spravodlivost. Obec a jej zjednocujtce ritudly su tiez socidlnym priestorom, v ktorom
jedinec najlepsie napliiuje svoju slobodu a zmysel a politicku identitu. Porov. Simon GOLDHILL, Aeschylus — The Oresteia, Cambridge:
Cambridge University Press, 2012, s. 7-11.

17  Porov. Encyklopedie antiky, ed. Ludvik SVOBODA, Praha: Academia, 1973, s. 90-91.

18 Porov. Encyklopedie antiky, s. 176.
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pritomné aj v tragédiach Aischyla. Jeho dielo je vSak na rozdiel od star$ich mytov obohatené
$pecifickymi detailmi, ktoré nie st len pre formalnu ozdobu, ale naopak, sluzia k explicitnému
poukdzaniu na to, ¢o chce dramatik zdoraznit. Bez ohladu na samotnt interpretaciu je mozné
tieto detaily rozoznat a reflektovat. Detaily, ktoré sa tykaju predovsetkym rozsirenia atreov-
ského mytu, odklanaju myticky pribeh, ako ho predstavuje starsia literattra, a propaguju nové
politické socialne rieSenia konfliktov.”” Jeho dielo sa vyznacuje origindlnymi formalnymi prv-
kami ako dramaticky dialdg, vzneseny typ recitalu a zavedenie postavy druhého herca, ¢o do
performancie divadla prinasa radikalne formalne névum.* Avsak viac nez forma sa v jeho diele
zrali este nieCo dolezitejsie. Pre pochopenie gréckej kultury konca 6. a 5. storocia pred Kr., ale
tiez pre porozumenie uz spomenutych problémov prirodzenosti ¢loveka, sa ako kluc¢ovym javi
politicky kontext.

Svoje dielo pisal Aischylos v dobe, kedy sa jedna epocha politického a socialneho vyvinu gréc-
kej kultury konc¢i a ina este len zacina. S koncom grécko-perzskych vojen dochadza k rozkvetu
obchodu a financie sa uz nekumuluju v rukach rodov, ale vznika finan¢na aristokracia. Dra-
matik svojimi tragédiami reflektuje pritomny nazor Herakleita, Ze Zivot je boj, v ktorom ide
o neustalu premenu protikladov.?! Svoj vyvin koncia rodové monarchické a oligarchické zria-
denia.”> Hodnota rovnosti a vlada rovnych charakterizuju aj aristokraticko-oligarchicku elitu,
no demokraticky orientovanym pridom dominuje véeobecnejsie a horizontélnejsie chdpanie
idealu rovnosti (isonomia). Vernant poukazuje na to, ze prave v 6. storo¢i pred Kr. dochadza
k radikdlnej zmene chapania idedlu rovnosti, ktory bol dosial chapany v uz$om politickom
kontexte vladnucej aristokracie. Zmena spociva v tom, Ze ideal rovnosti sa premietol do mysli-
enky rovnosti nielen ,,rovnejsich®, teda aristokracie, ale rovnopravnosti celého, SirSie chapané-
ho slobodného Iudu. Tato zmena je vysledkom komplexnych socidlnych a kultdrnych vztahov,
ale jeden z nich je prozaicky a symbolicky odraza radikdlnost zmien. Ide o demokratizaciu
vojenstva a premenu vojenskej stratégie.

Uz pocas 8. a 7. storocia pred Kr. dochadza k strategickej ekonomicko-socidlnej premene vojska
a s tym spojenych naro¢nych kapitalovych vydavkov na jazdu, ktora bola signifikantnou zloz-
kou vojenskej stratégie monarchie a aristokracie. Kym v starSom spdsobe vedenia ozbrojenych
konfliktov dominuje jazda a vozy ako symbol politickej moci, v obdobi 7. a predovsetkym 6.
storocia pred Kr. dochadza k vyraznej premene stratégie boja, a to k strategickému akcentu na
pechotu a efektivnejsie manévre falangy. V obdobi grécko-perzskych konfliktov sa tento typ
boja ukaze ako uc¢inne odpovedajuici na poziadavky defenzivy aj ofenzivy. Ekonomicky lacnejsi
a vojensky efektivnejs$i sposob boja, ktory je navyse testovany nielen v regionalnych konflik-
toch, ale tiez v ramci stretov grécko-perzskych vojen, sa zaroven stava zdrojom rovnosti nielen
na bojisku a pocas vojny, ale aj v ramci obce v dobe mieru.?

19 Porov. George THOMSON, Aischylos a Athény, Praha: Nakladatelstvi Rovnost, 1952, s. 255-256. V Aischylovom spracovani tak nezaznieva
len motiv konfliktu zdkonov a spravodlivosti, ktory ako téma ramcuje aj starsie myty. Zmena sa tyka toho, v ¢om vidi Aischylos prostriedok
ndjdenia spravodlivosti a zdkona. Do divadelnej hry s mytickym ndmetom sa tak premietaju celkom prirodzené politické a filozofické nézory
na to, ako hladat spravodlivost a zdkony. ,,In der Orestie hat Aischylos aufgezeigt, dass das menschliche Urverlangen nach individueller
Gerechtigkeit, wenn irgendwo in der Geschichte, so nur in einem wohlgeordneten Staatswesen realisierbar ist. Walter NICOLAI, Zum
doppelten Wirkungsziel der aischyleischen Orestie, Heidelberg: Universitatsverlag Winter, 1988, s. 54.

20 Ku klu¢ovému vyznamu Aischylovych dramatickych postupov pozri Eva STEHLIKOVA, Antické divadlo, Praha: Karolinum, 2005, s.
55-58.

21 K tejto problematike pozri Ferdinand STIEBITZ, Aischylova Oresteia, in: Oresteia, AISCHYLOS, Praha: Artur, 2014, s. 196-236.

22 Porov. THOMSON, Aischylos..., s. 211-229.

23 Sik hoplitov vyzbrojenych relativne unifikovanou vyzbrojou, ktord pozostévala z velkého §titu (hoplon) a kopije bol efektivny prave svojim
zomknutim a schopnostou manévrovat ako jeden celok. Vyzbroj tazkoodenca totiz limitovala individualizmus na bojisku a prirodzene
viedla k akcentu na efektivitu kolektivneho manévrovania. Bojovy ttvar ozbrojeny dlhymi kopijami, pochodujtci a chraneny hradbou
§titov predstavoval vyvojovy skok vojenského umenia. K uvedenej problematike pévodu gréckej falangy a vyznamu v kontexte budovania
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Ako uvadza Vernant, Homérov Achilles, tahajuci mftvolu Hektora okolo hradieb Troéje, je hr-
dinom, ktorého ¢iny uz nepredstavuju v dobe Aischyla ni¢ hodnotné. Takyto sposob vojenské-
ho hrdinstva sa skoncil nielen v okamihu premeny vojenskej stratégie, ale ruka v ruke s tym,
ako dochadza k premene antickej gréckej spolocnosti v 6. storoc¢i pred Kr. Novym idealom
hrdinstva a ¢nostného bojovnika je tazkoodenec odvazne bojujuci za prezitie ¢i slavu polis, ¢o
je opakom individualistického hrdinstva mytickych bojovnikov, ktori podliehaju ziadostivosti
a pyche (hybris). Hoplita, ktory nepochadza z aristokratického rodu, ale je regrutovany zo slo-
bodnych ob¢anov mesta a je vlastnikom svojej vlastnej zbroje, je presnym protikladom bajneho
hrdinu, u ktorého uz jeho aristokraticky povod niesol znamku uslachtilosti. Hrdina redlneho
bojiska odmieta individualizmus a jeho prezitie a vitazstvo su vitazstvom celej falangy. Aristo-
kratom - uslachtilym a odvaznym - ho necini povod, ale uslachtilost idealov, ktoré prekracuju
individualitu. To, ¢o je ziaducim u nového bojovnika, uz nie je svojhlava vasen (thymos), z kto-
rej prameni pycha (hybris), ale umiernenost a rozvaznost (séfrosyné). Nového hrdinu charak-
terizuje ,,dokonalé sebaovladanie, sebakontrola, schopnost podriadit sa spolo¢nej discipline,
chladnokrvnost brzdiaca instinktivne pnutia, ktoré by mohli narusit poriadok formacie“*.
Hrdinovia trilogie sa svojou volou jednat spravodlivo alebo nespravodlivo, podliehajic alebo
odolavajuc pyche stavaju stucastou sukolesia konzekvencii. Tie nemaju dosah len na nich sa-
motnych, ale na celi obec a ich rieSenie je mozné zasa len v kontexte samotnej polis.
Aischylos je prvym z velkych dramatikov ideolodgie polis a propagatorom tych idealov rovnosti,
ktorych posvitnost zarucuje akémukolvek spolocenstvu prezitie a blahobyt. Kontext konflik-
tu roznych predstav o podobe spravodlivosti, z ¢coho vyplyva prakticky konflikt, mu poskytuje
myslienkovy priestor, v ktorom koriguje a moderuje nasledky zlych rozhodnuti a zaroven ak-
centuje idedly, ktoré definuju tragicku fudsku prirodzenost. Clovek, nech je v akomkolvek tra-
gickom rozpolozeni, voli a kona v obci, ktorej je sucastou. To je jeho prirodzenost a len vdaka
nej a v ramci nej je predurceny byt slobodnym, ale zdroven nim aj je.”

1.2. Prekliatie osudu ¢i volba prekliatia?

Klacovou myslienkou Aischylovej trilogie je, ze konzekvencie, ktoré vyplyvaju z volby a ¢inu,
maju dosah nielen na samotného aktéra, ale menia poriadok veci a narusaju spravodlivost obce.
Ciny hrdinov nie st oddelené od existencie obce a prave preto je polis schopna korigovat tragic-
kost [udskej existencie.?

St viak hrdinovia slobodni, alebo st len figirkami na Sachovnici osudu? Ak st slobodne konaju-
ci, je na mieste otazka, z ¢oho vsak ona slobodna volba, ktora vedie k tragickému deju, prameni?
Aischylos si uvedomuje, Ze drdma, do ktorej sa rutia jeho hrdinovia, tkvie v ich nespravnom usud-
zovani, zaslepeni, hriesnosti ¢i jednoducho v dopusteni vole bohov. Kazdy z nich sa rozhoduje

gréckej polis pozri Jon E. LENDON, Soldiers and Ghosts: A History of Battle in Classical Antiquity, New Haven; London: Yale University
Press, 2005, s. 39-90. Vycerpavajuci prehlad su¢asného stavu diskusie o tzv. hoplitskej reforme podava tiez Gregory F. VIGGIANO, The
Hoplite Revolution and the Rise of the Polis, in: Men of Bronze: Hoplite Warfare in Ancient Greece, eds. Donald KAGAN - Gregory F.
VIGGIANO, Princeton; Oxford: Princenton University Press, 2013, s. 112-133.

24 Jean-Pierre VERNANT, Pocidtky feckého mysleni, Praha: Oikoymenh, 1993, s. 44-45. K uvedenej problematike pozri tiez LENDON,
Soldiers..., s. 62.

25 Pozri Miroslav KARABA, Sme slobodni alebo neslobodni?, in: Viera a kultiira cestou cloveka, ed. Milo§ LICHNER, Trnava: Dobra
kniha, 2017, s. 301-324. Anticky ¢lovek nie je akasi causa sui, ktord je oslobodend od inych determinujtcich pri¢in, ale prave naopak.
Kliatba ¢i ind formalna podoba vplyvu osudu predstavuje to, ¢o by sme mohli oznacit modernym popperidanskym pojmom metafyzicky
determinizmus. Vztah takto chdpaného determinizmu a slobody, ktord v8ak nevylu¢uje mordlnu zodpovednost osoby za svoje ¢iny,
poznala uZ anticka filozofia.

26 Podobne ako Steibitz aj Nussbaum zdoraziuje vyznam obce ako nastroja, ktory pokazenu ¢i tragicku Iudskd prirodzenost dokdze
purifikovat ¢i stabilizovat. Porov. NUSSBAUM, Kiehkost... , s. 127.
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a voli na zaklade vonkajsich i vnutornych okolnosti. I ked sa predstava, ze sme hrackou v rukach
bohov, prieci nasej predstave o vztahu slobody a spravodlivosti, suvisi s chapanim vztahu medzi
bohmi a ¢lovekom v antickom nabozenstve a tiez s vyznamom slobody.*

Dopustenie bohov ¢i akakolvek transcendentnd pricina, ktora je pomimo nase moznosti ju vy-
svetlif a zdovodnit, je takpovediac synonymom nevysvetlitelnej tragickosti ludskych osudov. Clo-
vek moze jedine rezignovane akceptovat, Ze dany osud je nieco, z coho sa nemodze vymanit. Tato
frustracia antického c¢loveka, ktory zije pod tarchou osudovosti v§ak neumensuje osobnu zod-
povednost a medze ludskej slobody v ramci moznosti, ktoré limituje kliatba ¢i bohovia. Na tejto
tragickej situacii, ktora prekracuje hranice nasej racionality ¢i predstavy absolutnej slobody, sa uz
Aischylos - podobne ako neskdr Sofokles — snazi divakovi ilustrovat klucovi myslienku, ktora
vyplyva z previazania naboznosti a mravnosti.

Podla Stiebitza sluzi tragicky konflikt a nestastie — zosielané bohmi na jednotlivych hrdinov tra-
gédii, ktorych vidime my, Citatelia a divaci - na to, aby sa hrdina a ¢lovek vo vSeobecnosti poucil
a mravne zdokonalil.®® Vola bohov a spravodlivost tejto vole st v mnohom pre ¢loveka nepocho-
pitelnym tajomstvom, ale ich vola je stale smerodajna. K debate o zboZznosti vsak Aischylos prida-
va nieco, ¢o prekracuje hranicu vonkajsej podoby religiozity.

I ked je osud ¢loveka vrtkavy a nezriedka don zasahuju bohovia svojimi motivaciami, ktoré nepo-
zname, ¢lovek sa musi vediet rozhodnut spravne a prijat osud ako vyzvu. Musi hladat to najspra-
vodlivejsie rozhodnutie a v zhode s bozskou spravodlivostou. Lenze ako spoznat spravodlivost
v zmitku bozich priani a tradicii, ktoré sa na bozské zakony odvolavaju? To, co Aischylovo dielo
charakterizuje navonok, je totiz konflikt konceptov spravodlivosti a poslu$nosti zakonom. Tie raz
stanovuje tradicia (povinnost sfubu) a inokedy konkrétny boh.** Su tieto spravodlivosti v kon-
flikte, ktory vyriesi racionalna ivaha? Ide o konflikt lepsej a horsej koncepcie spravodlivosti? Na
rozdiel od hypotézy, Ze tento logicky nekonzistentny vnutorny konflikt, v ramci ktorého stperia
viaceré koncepcie spravodlivosti (diké) a ktory je pre niektorych interpretov trilogie skor doka-
zom nedokonalosti formy ¢i skor pociatkov vyvinu dramatickej literatry, ponuka Martha C.
Nussbaum alternativnu interpretaciu.®

Domnelu logicka nekonzistenciu chape Martha C. Nussbaum ako pozitivny motiv, nie chybu.
To, ¢o ini vnimaju ako formalnu nedokonalost, chape ona ako intuitivne vyjadrenie tragického
praktického konfliktu. Viacero spornych koncepcii je v kontradikcii len v pripade, Ze existuje
dichotomicka taxonomia, na zdklade ktorej je jedna volba zjavne dobra a ina zla. Napriklad
v Sofoklovej Antigone dochadza k pomerne jasnému konfliktu spravodlivosti, a to poziadavkou
poslusnosti zakonom obce, ktoru riadi Kreon, a poziadavkou zboznosti a poslusnosti bozskym
zakonom, ktoré sa Antigona rozhodne nasledovat. Bez ohladu na hlb$iu analyzu, dichotomia
poziadaviek spravodlivosti je u Sofokla jasnejsia a prvoplanovo sa nuka ako interpreta¢ny kluc
aj v pripade niektorych Aischylovych hrdinov. Vina Agamemnoéna za usmrtenie svojej dcé-
ry sa zda tiez jasnejSia nez polahcéujuce okolnosti, ktorymi sa obhajuje.’’ Lenze ¢o v pripade
poslusnosti dvom zakonom, ktorych pdvod je bozsky a explicitne vyzadovany bohom? A ako

27 Porov. STIEBITZ, Aischylova..., s. 202. Pozri tiez Eric R. DODDS, Rekové a iraciondlno, Praha: Oikoymenbh, 2000, s. 53-69.

28 Porov. STIEBITZ, Aischylova..., s. 204. Pozri tiez NUSSBAUM, Krehkost..., s. 139-141.

29 Porov. NUSSBAUM, Kiehkost..., s. 93-103. Pozri tiez Jean-Pierre VERNANT, The Historical Moment of Tragedy in Greece: Some of the
Social and Psychological Conditions, in: Myth and Tragedy in Ancient Greece , eds. Jean-Pierre VERNANT - Pierre VIDAL-NAQUET,
New York: Zone Books, 1990, s. 23-28.

30 Porov. NUSSBAUM, Krehkost..., s. 95-96.

31 Ak Agamemnonovu vinu zasadime do SirSieho kontextu mytu, tak aj jeho pripad sa javi ako v mnohom tragicky a neriesitelny. Dodds
zdodraziuje nabozenské zdévodnenia obrany Agamemnona a jeho volby a ¢inu. S prihliadnutim na tento kontext sa javi prakticky
konflikt Agamemnéna omnoho pal¢ivejsim a neriesitelnym. Pozri DODDS, Rekové..., s. 11-35.
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konat v situdcii, v ktorej je jeho syn Orestés? Tu nejde o formalne nekonzistentnu literatdru, ale
o skuto¢ne neriesitelny problém konfliktu toho, ¢o hovori zakon pomsty a zakon ,,svedomia®
Orestés sa musi rozhodnut medzi vzajomne superiacimi poziadavkami, ktorych legitimita je
dana samotnymi bohmi. Povinnost bohu a zakonu, ¢i vrazda matky, to je dilema!

1.2.1. Orestés - priklad tragického hrdinu

Pre Aischyla su to konkrétne volby a nasledne ¢iny hrdinu, ktoré su spustacom praktickej ro-
viny tragického konfliktu. Vo vSeobecnosti a z pohladu hodnoty zboznosti (eusebia) kazdy, kto
kona zlo, musi aj trpiet, pretoze akt zla plodi prirodzenu potrebu reakcie a zlo nemoze ostat
bez odplaty.’* Aischylos v§ak rozohrava tému moralnych dilem, ktoré stoja pred mladym hrdi-
nom na viacerych urovniach. Jeho problém zacina zavrazdenim jeho otca, manzela jeho matky
a krala, ktoré si Ziada pomstu. Vrazda krala, otca a manzela je vSak len pomyselnym zaciatkom,
pretoze k zavrazdeniu Agamemnona viedol sled pricin, ktoré z jeho zabitia nerobia len vrazdu
prameniacu z osobnych prehreskov jeho manzelky, ale tiez nevyhnutné aktualizovanie prekli-
atia nad jeho rodom. Orestés stoji pred povinnostou pomstit otca trestom vrahov a dilemou
vrazdy vlastnej matky.

Aischylos vykresluje aktérov tragédie ako bytosti, ktoré stoja pred viac alebo menej neriesitel-
nymi dilemami. Stoja medzi slobodou neuposlichnut prikaz ¢i ve$tbu a naopak, povinnostou
posluchnut poziadavku, ktora prameni v tradicii, vestbe a pod. Ich rozhodné uposlichnutie
vedie k ich dalSiemu osudu. Je zrejmé, Ze tieto poziadavky st prezentované ako dilemy spravod-
livosti. AvSak zda sa, Ze slobodna volba je v protiklade s osudom prekliatia nad celym rodom,
ktory je v pozadi. Ani jeden z hrdinov nie je slobodny vo vyzname, v akom chapeme slobodné
Tudské Ciny, pretoze kazdy hrdina trildgie a jeho ¢iny sa javia ako dalSie ohnivko retaze kliatby.
V absolutnej rovine su vsetci determinovani a len aktualizuju potencial prekliatia.” Je tato de-
termindcia polahcujucou okolnostou, ktora zmiernuje ich vinu? Takto vSak Aischylos neuva-
Zuje a nekladie tato otazku.

Prvym kritickym bodom je ambicia rie$it nerieditelné. Aischylos si uvedomuje determindciu
kliatbou, ktora visi nad jeho hrdinami a hrdinkami. Prekliatie rodu je mu synonymom tragic-
kosti ako vychodiska ludskej existencie. Je vSak tplne jedno, aky je osud aktérov, kltucové je ich
rozhodnutie v okamihu, ktory takpovediac nema riesenie.

Druhym kritickym bodom je kritika samotného spdsobu, akym konajua a aku poziciu zastdvaju
po vzniku tohto konfliktu. V rovine ich Zivotov je sice vidiet rozpor medzi ich konanim, ktoré
je urcované okolnostami, no tiez tym, ¢o mozno oznacit intuitivne chapanou ideou spravodli-
vosti, ktora je v rozpore s tym, ¢o vnimajui ako povinnost vo¢i bohom. Napriek tomu vedome
prekracuja urcity typ mravnych imperativov, spravodlivych prikazov (nezabit si dcéru, nezabit
si manzela, nezabit si matku) a tragickost vyplyva prave z toho, ze volia domnelé rieSenie pred
neriesitelnostou tragickosti.

Kazdy z hrdinov: Agamemnon, Klytaiméstra a ich syn Orestés, konaju s vedomim, Ze budu trpiet,
pretoze kazdy z nich si intuitivhe uvedomuje dilemu medzi objektivhymi normami a subjektiv-
nym chcenim, nech uz je ich volba akokolvek podporend bozskou volou. Agamemndn zabija

32 ,Bud za jazyk zly zas jazykem zlym vzdy splaceno! Tak, kdyz vymaha dluh, tak hlasa bohyné prava. A prolitou krev at splati zas krev!
Kdo zpusobil zlo, at vytrpi trest! Tak veli prastary zdkon.“ AISCHYLOS: Obét na hrobé, in: Oresteia, AISCHYLOS, Praha: Artur, 2014,
s. 95-96.

33 Tento metanarativ v pozadi trildgie je zdroven impulzom k viktimizacii aktérov. Nussbaum, opierajtica sa o analyzu, ktort pontkaja
napr. Dodds, Lesky ¢i Lloyd-Jones, ilustruje konflikt medzi osudom Agamemnona, ktory zabija svoju dcéru Ifigéniu na prikaz Dia, ale
tiez jeho osobnou volbou - takpovediac jeho alibistickym odovzdanim sa, ktoré ho ¢ini vinnym. NUSSBAUM, Krehkost..., s. 109-126.
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svoju dcéru, a to len preto, aby mohol tiahnut s vojskom do Tréje. Vie, ze tak nema ¢init, ale kona
tak.** Jeho manzelka Klytaiméstra z pomsty zabija navrativ§ieho sa tyrana, svojho zékonitého
manzela a pravoplatného vladcu, a svojim aktom pomsty zakryva svoju vlastnti neveru.”” Pomsta
za dcérinu smrt a subjektivne motivacie - ziarlivost a nevera - su silnejsie ako strach z usmrtenia
manzela a krala. Aj Zenska hrdinka sa uistuje, Ze jej pravo na pomstu je spravodlivé a po jej vy-
konani, ¢eliac pomste syna, sa nezdraha obhajovat determinaciou rodovej kliatby. Jedna vrazda
stiha dalsiu a trilégiu pomsty zavrSuje syn Agamemnona a Klytaiméstry — Orestés, ktory nechtiac
zabija svoju matku a chcejuc tresta vrahynu.

Agamemnon ospravedlnuje svoje rozhodnutie obetovat svoju dcéru tym, ze zddraznuje poslus-
nost vestbe, ktorda umoznuje naplnit poziadavku pomsty a trestu.* Pri¢inou obetovania dcéry vsak
nie je veStba samotn4, ta je len prostriedkom na uzmierenie bohyne a teda jedného typu spravod-
livosti. Pri¢inou je poslusnost vladcu svojmu ludu, povinnost potrestat zradu jedného tréjskeho
princa a pod. Jarmo nevyhnutnej poslusnosti zakonom kmena a rodu vS§ak Agamemnon prijima
fanaticky a odovzdane, ako dokazuje spev zboru.”” To, ¢o panovnika stavia do pozicie viny, je
takpovediac alibisticka zhoda jeho volby obetovat dcéru s imperativom zakona. Kral roztina ne-
rieSitelny uzol tragického konfliktu cynickym uvazovanim, ze ked su r6zne moznosti volby ako-
kolvek tragické, pre¢o napokon nevolit td, z ktorej je vyssi prospech.’® Smrt dcéry je mensia strata
nez strata moznosti dobyt Tréju a splnit povinnost potrestat zneuctenie. Pri¢inou jeho volby nie
je napokon nic¢ iné ako to, ¢o vdésinou urcuje jeho konanie — vasen a pycha. Vnutorné zdovod-
nenie poslu$nosti prikazu tak nevychadza zo zboznosti, ktora by aj tak ni¢ nevyriesila, pretoze
poslusnostou sa vzdava tcta obom typom zakonov, ktoré su svojou podstatou bozského pévodu.
To, ¢im Agamemnoén zdovodnuje poslusnost, je naopak karikatira zboznosti, ktorou zakryva
svoju vasniva neracionalnu odovzdanost. Bez ohladu na mravné postudenie, ktoré je predmetom
neustalej debaty, dilema dvoch poziadaviek spravodlivosti (diké) je stale ramcom tragédie.

Na rozdiel od svojho otca je Orestés v este komplikovanejsej situacii. Prave tymto hrdinom
podla Marthy C. Nussbaum podciarkuje dramatik vychodiskova hypotézu o neriesitelnosti
praktického konfliktu.® Orestés si uvedomuje dilemu zdkonov rodu a prirodzenych pochybnos-
ti, kam tato zakonna povinnost smeruje. Podobne ako jeho otec, aj syn si je vedomy praktického
konfliktu, avSak v jeho pripade nejde o zZiadne postranné motivacie, akymi boli v pripade jeho
otca povinnost potrestat zradu a ziskat slavu dobytim Tréje. Nezenie ho ctiziadostivost ani py-
cha (hybris). VyrieSenie praktického konfliktu u Agamemnona viedlo k aktualizacii kliatby, no
i k hrdinskému osudu dobyvatela Troéje. V pripade syna je konflikt ramcovany pomstou otca
a vrazdou matky. Tragédia zachytava, ako syn vaha medzi rozhodnutim pomstit sa vrazdou
vlastnej matky.*® Vnima vrazdu ako korist, no ta ho necini slavnym vitazom ako jeho otca, ale
naopak.*! Uz od zaciatku druhej Casti trildgie si uvedomuje, ze je vyslany konat v mene boha,

34 Porov. AISCHYLOS, Agamemndn, in: Oresteia, AISCHYLOS, Praha: Artur, 2014, s. 15.

35 Knuansdm i debate o pokrvnej kliatbe a Aischylovmu spracovaniu pozri STIEBITZ, Aischylova..., s. 207.

36 A kdyz se pak sklonil pod nutnosti jafma, kdyz nastal v jeho dusi hti$ny obrat, tak bezbozny a zlo¢inny, byl odhodldn v mysli odvazit
se véeho. Nam vnukd smélost bidna, slepd vasen, zlo osnujici, hlavni pramen strasti. I nevahal za zdar vypravy, konané ze msty za zenu,
na smirnou obét lodstva usmrtit vlastni dceru. AISCHYLOS, Agamemnon..., s. 15.

37 Tamtiez, s. 15.

38 Tamtiez, s. 15.

39 Porov. NUSSBAUM, Kfehkost..., s. 140.

40 Porov. AISCHYLOS, Obét..., s. 120-129. V dramatickom dialégu medzi synom a matkou lezi klu¢ova pointa sporu zakonov rodu
a prirodzenych pochybnosti a vy¢itiek z usmrtenia matky. Jednou z predlzenych rik bozskej, no zaroven chybnej vole je Orestésov
priatel Pylades, ktory poukazuje na nespochybnitelnost poévodcu prikazu pomsty, ktorym je bozsky Apollon.

41 Orestés v okamihu reflexie v zavere hry konstatuje: ,,... vrazda mat¢ina! A ted jsem zde, a hned ji schvaluji, hned nad ni lkdm. A kdyz tak
promlouvam zde k rouchu, které otce zni¢ilo, mych ¢inti, béd a rodu celého je mi ted lito. Kofist neslavnou mam z vitézstvi: jsem krvi
poskvrnén!“ AISCHYLOS, Obét..., s. 126.
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a konat vo velmi tazkej ulohe - byt vrahom svojej matky.** Tento ¢in ho privadza k tomu, ¢o po
jeho vykonani a uvedomeni si deklaruje aj zbor: nikto z nas nemdze zit bez toho, aby sa ho tra-
gicky konflikt nedotkol. V kazdom okamihu tragického rozhodnutia v§ak Aischylos akcentuje
autonomnost volby, no tiez urcitd neistotu v rozhodnuti. Vina a trest, ktoré si kazdy z hrdinov
trilégie uvedomuje, su vSak konzekvenciami, ktoré prijimaju v mene subjektivnych poziada-
viek. Slobodne sa rozhoduju byt determinovani, a tak na nich pokracuje prekliatie vyslovené
pred generaciou. Vedia a poznaju prekliatie, ktoré vyplyva z prekrocenia zakonov, a napriek
tomu sa pren nepriamo rozhoduju.*

Identita, z ktorej kazdy z aktérov tragédie vychadza, je zviazana s krvou a kmenom.* Je to
predispozicia, ktoru jednotlivci so sebou nest. St determinovani kliatbou, no ich ¢iny su vzdy ich
volbou. Je to teda ich volba, ktord im umozni ostat v tomto prekliati. Ich slobodné rozhodnutie
potvrdzuje ich myticky geneticky kod, ich krvavy pévod pri prameni kliatby. To, ako sa rozhodnu,
ich vlastne pricleni do radu prekliateho spolocenstva. Jednotlivé postavy si dokonca uvedomuju,
kam siaha ich identita a ako ju naplnuju. Presne proti takémuto uvazovaniu, slobode, ktora sa
rozhodne a je zaslepena osobnymi pohnutkami ¢i starobylymi zakonmi rodu, ktoré sa snazi nova
polis zmenit, presne proti takémuto uvazovaniu stavia Aischylos pointu svojej trilogie, ktora sa
zavr$uje v Eumeniddch.”

Tragédia prekliatia rodu, ktora je posilnnovana volbou kazdého zucastneného, je prelomena az
bozskym zasahom, a to na konci celej dramy.* Proti identite a prirodzenosti ¢loveka podliehaj-
uceho kliatbe stoji nova moznost - identita obéana polis. V. Eumeniddch, zasahuje Pallas Aténa
a ustanovuje nového arbitra spravodlivosti, a to sud v ramci obce, a svojim hlasom sa zasadzuje
za pozbavenie trestu posledného hrdinu trilégie.*” Vstup Atény je vSak viac nez len symbolickym
vstupom mudrosti.

Bohovia v drame vystupuju aj predtym. Je to Apolldn, ktory radi Orestésovi, aby zabil matku, a su
to Erinye, star$ia generacia bohov, ktoré prenasleduju hrdinu, no paradoxne, neprenasledovali jeho
matku za vrazdu manzela a jeho otca. Obidve bozské strany v spore o Orestésa — jeho in$pirator
a tiez bohyne pomsty - sa vSak mylia. Prave preto je vstup dalsej bozskej entity odlisny a odkazu-
je k inej koncepcii spravodlivosti. Aischylos, akcentujuci zboznost, hovori o vstupe bohyne, ktora
symbolizuje nieco viac nez len to, ¢o bolo dovtedy chapané ako bozské.* Pallas Aténa nesymbolizuje
len mudrost, ale svojim konanim poukazuje na to, ako ma prava zboznost vyzerat v praxi, a to byt
spravodlivostou mudrosti. Postava bohyne v tejto tragédii symbolizuje ,,princip polis“®. Aténa totiz
neriesi konflikt v rovine podpory jednej zo stran sporu. Nedava za pravdu ani Apollénovi, ktory je
symbolom Dia, Aténinho otca. Nedava za pravdu ani Erinyam, ktoré volaju po dodrzani zékona,
ktory sanuje zivotaschopnost obce. Aténa ustanovuje sud zloZeny z Iudi, nie bohov. Prakticky kon-
flikt, v ktorom su hrdinovia, viedol k tragickym konzekvenciam a je to prave Aténa, ktora svojou
poziciou tento konflikt moderuje tak, Ze zdoraznuje to, ¢o doteraz chybalo vsetkym a o vsetkych
priviedlo k osudovym tragédiam. Tym je umiernenost ako taka (sdfrosyné).”

Aischylovi nejde o zruSenie zakona odplaty, o tradiciu ako taki. Ide mu o jeho formalne

42 Tamtiez, s. 81.

43 Tamtiez, s. 126.

44  Porov. FISCHER-LICHTE, Dejiny..., s. 19-20.

45 Porov. GOLDHILL, Aeschylus..., s. 24-33.

46 Porov. THOMSON, Aischylos..., s. 286-308.

47 Porov. THOMSON, Aischylos..., s. 288.

48 Porov. FISCHER-LICHTE, Dejiny..., s. 26-30. Pozri tiez THOMSON, Aischylos..., s. 288-289.
49 FISCHER-LICHTE, Dejiny..., s. 26.

50 Porov. THOMSON, Aischylos..., s. 292.
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ukotvenie trestu v procese sudu, ktory uz trest nechape ako svojhlavy ¢in odplaty, ale dava jej
pravne objektivnu legitimitu. Objektivita sa rodi zo zboznosti, umiernenosti a zdrzanlivosti,
pretoze tam, kde niekto vidi rieSenie, Aischylos bada neriesitelny tragicky konflikt. Bohynou
ustanoveny sud je tak symbolom pravneho odmietnutia nahlosti pomsty. T4 je svojhlavym
trestom, ktory sa vykonava akoby v mene spravodlivosti, ale nie je legitimna. Legitimnym je
trest, ktory je ustanoveny sudom. Je to sid a sudna moc, teda tretia strana, ktora rozhoduje
spravodlivo. Aj tu Aischylos prekvapuje postupnym budovanim napétia. Pre posledného hr-
dinu tragédia dopadne dobre, ale nie preto, ze by ho aeropdg — sidna moc - oslobodila spod
viny.”! Demokraticky je rozhodované o jeho vine a nevine a iba bozska intervencia Atény napo-
moze snat prekliatie trestu, pretoze jej hlas je tym, ktory prevazi v prospech neviny.
Samozrejme, natiska sa otazka, ¢i mozno hovorit o spravodlivosti, ked je Orestés ospraved-
Ineny o jeden jediny hlas? Je sud, ktory je vysledkom demokratického hlasovania, zaroven aj
tym spravodlivejsim? Erinye uz pocas samotného procesu s Orestésom obvinuji obzalovaného
i boha Apolldna, ktory ho na zaklade vestby poslal zavrazdit matku. Vo svojej reci pred sudnym
tribunalom zdoraznuju, aky by to malo na obec dopad, keby takyto clovek usiel trestu. Pustit
vraha na slobodu je proti bozskym zdkonom. Aischylos si uvedomoval vyznam tohto symbolu.
Ak boli Erinye bohyne, ktoré trestali krvavé vrazdy, krivé prisahy a pod., ako mozno proti nim
nie¢o namietat? Samotné Erinye poukazuji na to podstatné, na spravodlivost bozskych zako-
nov, ktoré musia byt zdrojom akéhokolvek pisaného ¢i nepisaného [udského zakona. Lenze ten-
to spor medzi zdkonom ¢i volou Apolldna a jeho vestbou a Erinyami nemozno spravodlivo vy-
rieit v prospech jednej alebo druhej strany. To je ta podstatna myslienka ¢i podtrhnutie pointy.
Spravodlivost medzi moznostou A alebo B sa neda ustanovit. Nie preto, Ze by existovala tretia
moznost, ale preto, Zze moralka bozskych konfliktov a de facto chybnych bozskych rozhodnuti
(nedokonalé vestenie jedného boha a selektivna aktivita trestania Erinyi, ktoré trestaju syna,
ale uz nie matku) nie je moralkou spravodlivou, a teda skuto¢ne bozskou. Bohyna ako symbol
mudrosti legitimizuje zakon obce a sidneho tribundlu, a to nad starsie tradicie i svojvolu boha.
Je to aeropag, ktory ma pravo trestat, ale aj odpustat, a jeho bozské ustanovenie je zrodom
takej moralky, ktorej ideal spravodlivosti stoji nad chaosom krvi a rodovych vazieb.”* Samotna
bohyna napokon uzmieruje aj trestajuce bohyne, ktoré su sice opravnené trestat, no dramatik
vykresluje ich spravodlivost ako selektivnu a vlastne nespravodliva. Trestaji a domahaja sa
trestu pre syna, no netrestali matku, ktora vrazdila rovnako. Pallas Aténa, ako symbol mudrosti
a objektivity, prekracuje aj Apollénovu bozsku moc a kladie medzi dve bozské mocnosti (Apo-
l16n a Erinye) novy syntetizujtci prvok — polis a jeho institaciu aeropdg.

Zaver

Tragicky udel antickych hrdinov nie je iba literarna vzdialena spomienka, ale v diele Aischyla, So-
fokla a Euripida ziskava tento problém svoje $pecifické formalne vyjadrenie, ktoré je in$pirujuce
nielen pre filozofiu, ale tieZ pre vychovu a vzdelavanie. Nejde ani tak o konkrétny osud antickych
hrdinov, ale ich prakticky konflikt, ktory ich vedie k tragédii, rezonuje aj v kazdodennych osob-
nych tragédiach suc¢asného c¢loveka.

Aischylov ¢lovek sa javi ako poddany osudnosti kliatby alebo poddany povinnostiam rodu a boz-
stvam. Frustrujica situdcia, v ktorej sa nachadzajt anticki hrdinovia ¢i hrdinky (nielen Aischylove),

51 Porov. FISCHER-LICHTE, Dejiny..., s. 30.
52 Porov. THOMSON, Aischylos..., s. 297-298.
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je pri¢inou volieb, ktoré vedu k tragickej situdcii. Tragickost Zivotnej situacie v§ak nemozno vni-
mat ako absurdnu. Hrdina totiZ nestoji pred tragédiou ako nie¢im, ¢o nema zmysel. Tato otazka
v antickej tragédii absentuje. Hrdina stoji pred tragédiou ako nie¢im, coho zmysel nemdze byt po-
znany. Nemoze byt jasny ani nam, no o to viac sme povinni Celit tragickosti najlepsie ako vieme.
Vyzva cCelit tragickym nasledkom svojich ¢inov je spojena aj s reflexiou ich pdévodu, ich priciny.
Tu je nacrtnutéd druha perspektiva myslenia, ktoru si Aischylos uvedomuje. Sice st jeho hrdinovia
prekliati a ich rozhodnutia st nalinajkované kliatbou ¢i inou heterondmnou pricinou, ale je to
viac ¢i menej ich autondmne rozhodnutie, ktoré aktualizuje ich potencial prekliatia.

Aischylos predstavuje vo svojej trilogii paradigmaticky antropologicky postreh — prakticky tra-
gicky konflikt. Ako uvadza Martha C. Nussbaum, nielen v antickej drame, ale tiez v kazdo-
dennej skusenosti ,,nachadzame spektrum pripadov, ktoré st navzajom spité a prekryvaja sa
natolko, Ze ich nemoze zachytit Ziadna dichotomicka taxondmia“”’. Myslienka praktického kon-
fliktu, ktory vedie k tragédii, je typom skdsenosti, univerzalnym a nad¢asovym. Ona tragickost
Tudskej existencie, nasa empatia s druhym v jeho vlastnej tragickej situdcii a s tym suvisiaci
sucit, zblizuju navzajom napriec¢ ¢asom, a to mozno povazovat za in$piraciu nielen pre vzdela-
vanie, ale tiez pre vychovu.

Aischylova odpoved na tragédiu nie je filozofickd v zmysle hladania istoty a prostriedkov, ako
prekrocit tragédiu. Nie je vsak ani nabozenska, ktora vnima skusenost tragédie s nadejou. Svet
tragického umenia je daleko skeptickej$im a — mozno povedat - aj realistickejsSim pristupom.
Literarne dielo v sebe nesie instrumentalnu hodnotu, pretoze nas na jednej strane poucuje o tra-
gickosti bytia, ale na strane druhej ukazuje Aischylov postoj, ako v tragickom osude nachadzat
priestor rastu. Tragédia ma potencial imunizovat nasu racionalnu reflexiu tragickosti z bezného
Zivota, a to bez perspektivy viery a nadeje.

Natiska sa otazka: ¢im imunizuje Iudsku existenciu pred dosahom tragického? Paradoxne je
to uvaha o existencii ¢loveka ako osoby, ktora je obdarena rozumovou prirodzenostou a pro-
socialnostou, ktord rozvija v komunite. Prave v prirodzenosti ¢loveka ako socialnej a raciona-
Inej bytosti nachadza Aischylov anticky hrdina zdroj sily celit neprekonatelnej prekazke, celit
dosledkom tragickosti svojho bytia. Tragickost sice ostava, zial hrdinov i divakov, ktori v kaz-
dodennych zivotoch predstavuju aktérov vlastnych tragédii, sa nijako neumensuje, ale priklad
hrdinov zretelne ukazuje, ako tragickd existenciu prijat do svojho Zivota, pocitat s nou a vdaka
nej filtrovat hodnoty, ktorymi sa riadi. Tragickost je racionalizovana a jej ddsledky napomaha
niest celd polis. Zavere¢na Cast tragédie zaroven odhaluje vyznam spoloc¢nosti a kultdary zakona.
Tak dochadza k ovplyvneniu ludskej povahy a kultivacii jej prirodzenych v1oh.

Aischylova trilégia ukazuje obsahové previazanie dvoch oblasti, ktorych problematizaciu na-
chadzame v antickej filozofii ¢loveka a nemenej v sucasnych debatach. Otazku Iudskej prirod-
zenosti a jej racionalnosti (racionalnej u Aischyla a Sofokla, podliehajticej vasni u Euripida)
nemozno oddelit od problému spravodlivosti, pretoze prave v hladani spravodlivosti a podria-
deniu sa zakonu sa zra¢i ond ludska dostojnost. Ludska schopnost Celit tragédii dostojne a ne-
podlahnut viru vasni prameni v racionalnej prirodzenosti, ktora rozoznava k tragédii smerujuci
prakticky konflikt a reflektuje ho. Nech je osud ¢loveka akykolvek, zmiernenie dopadu je mozné
jedine v spolocenstve, pretoze je to nakoniec obec, ktora je postihnuta nestastim jednotlivca.
Polis, ktora sa riadi zakonom (nomos) a hladanim spravodlivosti (diké) je pre Aischyla i So-
fokla priestorom, v ktorom individuum mdze zmiernit, nie vSak negovat nasledky praktického
konfliktu. Akcent na polis ako priestor zakona a spravodlivosti, ktora je do Aischylovych dram

53 NUSSBAUM, Krehkost...,s. 101.
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inkorporovand vedome, zaznieva neskor explicitne v Platénovej a Aristotelovej politickej filo-

zofii a etike; a dobre spravovana polis sa stava médiom, v ktorom je jednotlivcovi umoznené
siahnut na blazenost.
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Aeschylus’ Oresteia and the Problem of the Tragic

Nature of Man
Lukas Jenik

Abstract: The significance of the ancient tragedies is still relevant. Their constant inspiration
for education lies, among other things, in their contribution to the issue of finding the essence
of human nature. Aeschylus’ work is one of the key milestones in literature, but it is also an
example of the formation of specific (non-philosophical) answers to the question of man and
his essence. The aim of the analysis of the trilogy Oresteia is to present selected aspects of this
thinking which reflects and foreshadows problems in the philosophy of the 5% century BC.
The study also focuses on the instrumental value of tragedy. Tragedy (not systematically, but
more effectively and suggestively) represents one aspect of human nature - homo tragicus.
Aeschylus’ answer to the question of human nature is also related to his emphasis on the
importance of law and justice which should be the only ruler in the community.

Keywords: Aeschylus, tragedy, human nature, polis

Even in Classical Antiquity, theatre and drama were instruments and ideological spaces, as specif-
ic ethical ideas and political ideals were introduced through them to the audience. Thanks to the
theatrical performance and its suggestive effect on the audience, the members of the polis were
effectively formed and inspired.! However, the question of justice was present in Greek culture
before the creation of works of classical tragedies. Even ancient myths, such as those written by
Homer and Hesiod, reflect forms of pre-philosophical legal reasoning on the issues of law, justice,
and virtue.? However, in the period after the Greco-Persian wars, there was a significant political
transformation of Greek society, and this ideological and political turn influenced and used the
art of theatre and drama in state propaganda. The art of poetry, drama, and theatre not only
responded to this social transformation, but also catalysed the mentioned processes of transfor-
mation and aided their social acceptance.’

Theatre and drama, in tragedies or comedies, have been and often are a projection screen of social

1  Representatives of classical ancient theatre (tragedy and comedy) are characterised by the penetration of social and political themes into
their work, and thus by the education of virtue. This old-fashioned ideal disappeared in the 4™ century BC. This also led to conservative
theoretical reflections which were exemplified by Aristotle. Cf. also Nurit YAARI, Greek Tragedy in Theory and Praxis: Aristotle’s Theory
of Tragedy in the Perspective of Aristophanes’ Theatre Practice, Maske und Kothurn 1/1989, pp. 7-19. Cf. also Jaroslav DANES, Politické
aspekty tecké tragédie, Cerveny Kostelec: Pavel Mervart, 2012, pp. 13-29.

2 Cf. Rastislav NEMEC, Filozofia prdva I. Od Homéra po Augustina, Trnava: Dobrd kniha, 2017, p. 12.

3 Cf. Thomas A. SZLEZAK, Za co vdéci Evropa Rekiim, Praha: Oikoymenh, 2014, pp. 151-162.



CCJgJ[gxseri’ros 20;8 102

change and social criticism.* However, an equally important aspect of Greek tragedy is the exist-
ence of a tragic hero — an individual whose identity and nature is determined by a tragic context.
Regardless of the anthropological significance of theatre, ancient drama itself presents to us the
general contribution of the culture of tragedy and drama to the debate on human nature even
before philosophy. For prosaic reasons, this aspect of the view of human nature is not something
that appears automatically in drama theory. The first systematic thinking theorist of tragedy and
theatre, Aristotle, stopped understanding theatre as a performance in the modern anthropolog-
ical sense, an echo of the ritual world, a world where the profane and the sacred meet. He sees
tragedy as an effective tool that cleanses the excess of the passions. This trap, into which Aristotle
draws all his followers due to his authority, influenced the understanding of theatre theory and
tragedy until the postmodern theatre period.” Jean-Pierre Vernant emphasises that

tragedy emerged in Greece at the end of the sixth century. Within a hundred years the tragic seam had
already been exhausted and when Aristotle in the fourth century set out, in his Poetics, to establish the
theory of tragedy, he no longer understood tragic man who had, so to speak, become a stranger.®

It is precisely the tragic nature of human existence that ancient drama teaches us and for which
it continues to be relevant today. The tragedies that stem from interpersonal relationships are
no different from the problems of today’s man. As Alessandro D’Avenia points out, the essence
of tragedy is the current presence of tragic choices only. We cannot escape them, and we have
to choose.” This aspect goes beyond the perspective of Aristotle’s thinking about tragedy as an
activity that mediates only catharsis. At the same time, Vernant implicitly emphasises the present
conflict of ancient theatre and drama as one paradigm of the education of and discussion about
human nature with the advent of the philosophy of Socrates, Plato, and finally Aristotle.® In the
ancient playwrights, the authors of tragedies and comedies, we reflect on those concepts and
problems that we encounter in the works of contemporary and later philosophers, but also in the
whole spectrum of humanistically oriented psychology and pedagogy.’

But why should we focus on the work of ancient playwrights, when problems that are only hinted
at in tragedies are solved in the field of philosophy more systematically and more precisely? After
all, it is philosophy which gives us answers to the question about man. An analysis of Aeschylus’

4  Cf. Charles SEGAL, Divdk a posluchac, in: Reck}'r ¢lovék a jeho svét, ed. Jean-Pierre VERNANT, Praha: Vy$ehrad, 2005, pp. 183-185.
According to Segal, several socially critical problems can be clearly identified in tragedies. We can mention a few: gender issues
(examples are Aeschylus’ Oresteia, Euripides’ female heroines like Medea or the Bacchae), the idealisation of a rational ruler (King
Oedipus by Sophocles), criticism of tyrannical and wayward ways of governing or violent politics (The Trojan Women by Euripides).
The ancient tragedy, the text of the drama or comedy as well as the theatrical performance are a reflection of the problems of the polis.
Segal emphasises that it was a tragedy that ‘was able to symbolically develop contemporary debates on major moral and political issues
on stage’ (p. 183).

5  Cf. Florence DUPONT, Aristoteles alebo upir zdpadného divadia, Bratislava: Divadelny tstav, 2016. For a more detailed analysis of the
concept of catharsis and, implicitly, on the controversy with Dupont’s opinion, see Martin SARKAN, On the issue of the concept of
catharsis in Aristotle’s theories of tragedy and drama, Studia Aloisiana 4/2016, pp. 63-78.

6  Jean-Pierre VERNANT, Tensions and Ambiguities in Greek Tragedy, in: Myth and Tragedy in Ancient Greece, eds. Jean-Pierre VERNANT
and Pierre VIDAL-NAQUET, New York: Zone Books, 1990, p. 29.

7 Cf. © Alessandro D’AVENIA, Oreste o del futuro, in: Corriere della sera / Ultimo banco (on-line), available at: https://www.corriere.it/
alessandro-d-avenia-ultimo-banco/19_settembre_16/2-oreste-o-futuro-315cab68-d791-11€9-9016-c6193fcbf5c4.shtml, cited 8" June
2020.

8  Cf. VERNANT, Tensions ..., pp. 32-48. Martha C. Nussbaum explicitly addresses this issue. She points to the relationship between
ethical concepts in tragedies that deal with randomness and thus with the tragedy of human destinies. Cf. Martha C. NUSSBAUM,
Krehkost dobra : Ndhoda a etika v fecké tragédii a filosofii, Praha: Oikoymenh, 2003, pp. 56-90.

9  Cf. Martin SARKAN and Rastislav NEMEC, Humanistic Paradigms of Education in the Postmodern Vision, in: Journal of Pedagogy
2/2010, pp. 99-119.
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selected work reveals that, in addition to myth, the world of ancient drama and theatre has the
ambition to answer such a question. Contrary to philosophy, however, the world of drama is
much more effective. The reach of art, doubted by Plato, was and still is much greater than the
words of a philosopher. Regardless of this tension, art and philosophy are united by the effort to
reflect on reality. The subject of the following parts of the text is an analysis of Aeschylus’ trilogy
Oresteia. This work - albeit a tragedy framed by ancient myth — shows the artist'’s ambition to
answer questions which are typical of philosophy: what causes human misery - tragedy - and
what is the key to the ability to face it.

The fate of its heroes illustrates the playwright’s pre-philosophical examination of the existential
situation of man (free/unfree), his nature (rational/irrational), and the meaning of his existence
(social creature).'” These selected areas represent a context that frames the question of human
nature not only for Aeschylus, but for Sophocles and Euripides as well."!

1. Aeschylus and the Freedom of Subjects

Regardless of the debate on the development of tragedy and the comparison of individual works,
their content, and formal specifics in the classics of ancient tragedy, it can be said that Aeschylus
is the first of the great playwrights whose work contains practical conflict. The term was coined
by Martha C. Nussbaum, and she defines it as follows: ‘Greek tragedy shows good people being
ruined because of things that just happen to them, things that they do not control. This is certainly
sad; but it is an ordinary fact of human life, and no one would deny that it happens.'* Since
Aeschylus, the Greek tragedy has taught us to deal with this fact which cannot be solved by faith,
nor by intellectual analysis.

This practical conflict is the already mentioned essential motif of tragedy which is not defined so
suggestively in any ancient culture. For comparison, there is the exclamation of the Jewish proph-
et Jeremiah (Jer 17:5-8) which is an example of contrast thinking. The Greek tragedies and the
prophetic exclamation of Jeremiah are a reflection of two different cultures and religious beliefs.
Jeremiah emphasises the direct causality between human will, human free choice, and subse-
quent action and the will of God who lets these tragic trials happen. For a believing Jew and later
a Christian, however, this situation of letting something happen is linked to purpose. Unhappi-
ness is always interpreted with regard to providence and justice, and thus hope."” The purpose of
the misfortune encountered by biblical figures such as Job or Jeremiah is to convert the sinner,
respectively the demonstration of providence. God blesses or punishes according to the situation,
that is, an individual either behaves or not in accordance with the covenant. However, there is no
trace of such an intended purpose in ancient drama and tragedy. There are simply tragedies. They
have no purpose; they do not lead to any knowledge of transcendence which overlaps tragedy and
gives it meaning. In addition to the banality of evil, we have the banality of tragedy. However, this

10 Discussing human nature at the moment of the turning point in Greek culture is not only a broader philosophical-literary problem,
but also a living philosophical problem to this day. The problem of nature is framed by the extreme positions of essentialism with the
postulate of unchanging nature and the opposite position of extreme social constructivism. Between these two positions, there is room
for discussion about, so to speak, the hard core of immutable characteristics and the coverage that forms the variable and cultivable
characteristics. On this issue, see Miroslav KARABA and Rastislav NEMEC, Clovek medzi prirodou, kultirou a technikou: vybrané
reflexie problému ludskej prirodzenosti, Trnava: Dobra kniha, 2018.

11 Iwould like to thank the reviewers for their inspiring and constructive comments. These helped me to improve the work, outline other
perspectives for research, and point out the absence of serious titles on the topic.

12 NUSSBAUM, Ktehkost..., p. 93.

13 Cf. George STEINER, Smrt tragédie, Bratislava: Divadelny ustav Bratislava, 2011, pp. 7-10. Cf. also NUSSBAUM, Kfehkost..., pp. 139-
141.
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motif, which is fully expressed especially in Sophocles’ work, can be seen in Aeschylus’ and Eu-
ripides’ work. It characterises their thinking about human nature, about man as a homo tragicus.

The tragedy of human existence is not something distant in a historical point of view. On the con-
trary, tragicism and related positions such as Kafkaesque absurdity or bizarreness are, as D’Avenia
suggests, a natural part of everyday life."* This is the core of suggestiveness and the effect of trag-
edies depicting practical conflict."> Classical works, such as tragedies, are as close to existential
questions as works of modern literature, because the author and the reader are the same subject
- man. They depict experience in the form of works of art which cannot be paraphrased. The
effectiveness of these works not only supports our imagination. The dramas show the story of one
type of generalisable human experience to the performance viewer or the text reader. Subjective
experience becomes a part of the whole spectrum of one set of experience - the experience of
man and his existence. The range of historical answers to this existential starting point (whether
we understand tragic practical conflict as a way-out without the end or, vice versa, as something
that has a solution) can be found in various philosophical-anthropological, religious-spiritual,
and ethical theories.

According to Erika Fischer-Lichte, Aeschylus (525/524-456/455 BC, the first of the classical
ancient playwrights) and his work present the birth of what can be described as a dramatic
expression of the ideal of emerging and future polis and related circumstances. In the case of
Aeschylus’ tragedies, the practical conflict of tragic heroes, who decide between different tragic
choices, is set in the context of thinking about justice. Naturally, this leads to questions: what
does justice have to do with the character of human nature, and in what sense can art teach us
about this practical conflict?

1.1. The Hero as a Free and Fair ‘Slave’ of the Polis

Tragedy originates in the fate of the human being. Despite this burden of slavery and the lack of
freedom, Aeschylus uses the space of his drama to build the ideal of a being who faces the slavery
of predestination, curses, and destiny. Such a being acts with tragic consequences, but his actions
are typically human. At the same time, Aeschylus outlines a space in which it is possible to mod-
erate and partially eliminate the impact of tragedy. It is a justly administered polis.

Oresteia is an example of the connection between the subject of tragic conflict and the context of
the debate on justice.'® It is a trilogy that consists of several separate dramatic units. They contain

14 ‘Tessenza della tragedia ¢ infatti dover decidere tra opzioni ugualmente senza speranza, come in uno degli scatti pitt drammatici dell'11
settembre, nel quale vediamo un uomo lanciarsi nel vuoto pur di non bruciare vivo: The falling man. Anche noi, a volte, ci sentiamo cosi
e scegliamo cio che in quel momento ci sembra il male minore’ © D’AVENIA, Oreste...

15 Cf. NUSSBAUM, Kfehkost..., p. 138. Like Steiner, Nussbaum works with the intuitive assumption that practical conflict is present not
only in ancient tragedies, but also in everyday life. But why is this phenomenon becoming the subject of direct and indirect criticism
which ultimately leads to the death of tragedy? The difference between Hellenic, Semitic and later Christian culture is a hypothesis which
is too general, and, according to Nussbaum, the death of tragedy stems in Greek culture itself - in philosophy. The beginning of the death
of tragedy is the gradual birth of the intellectual dominance of philosophy and the emphasis on systematic solutions. Practical conflict
without a solution is the exact opposite of the thinking of Socrates, Plato, or Aristotle and its direction. Such thinking seeks and offers
noetic values: truth and certainty. The philosophical search carries within itself an optimistic assumption of hope. It allows one to hope
that the tragic circumstances of human existence can be overcome, or avoided. However, this is not a hope in the sense of faith. This
hope springs from a philosophical consideration of assumptions related to human nature. Cf. Rastislav NEMEC, O nadeji z filozofického
hladiska, Viera a Zivot 3/2013, pp. 75-79.

16 Cf. Erika FISCHER-LICHTE, Dejiny drdmy, Bratislava: Divadelny ustav, 2003, pp. 19-30. Oresteia was performed in 458 BC. Like
Fischer-Lichte, Goldhill emphasises that the understanding of Athenian democracy, the phenomenon of public holidays, and the role
of theatre (as a medium which shapes the citizens and their community) is the context and lens through which Oresteia should be
interpreted. Aeschylus’ dramatic work supports and at the same time uses all the above factors. Theatre becomes a source of promotion
of the ideal of the polis as a democratic community in which the institutions of law guard justice. The village and its unifying rituals are
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one specific myth, namely the genesis and history of the curse of Atreus” house or family.'” The
trilogy consists of Agamemnon, The Libation Bearers, and Eumenides."®

Concerning form and content, Aeschylus bases his work on traditional epics and the art of poetry.
However, his elaboration of older mythological stories is, in many ways, paradigmatic. The search
for the nature of law (nomos) and the ideal of justice (diké), which one already finds in Hesiod or
Homer, is clearly present in Aeschylus’ tragedies as well. However, unlike older myths, his work is
enriched with specific details which are not only for formal decoration, but, on the contrary, serve
to explicitly point out what the playwright wants to emphasise. Regardless of the interpretation
itself, these details can be recognised and reflected upon. Details concerning, in particular, the
spread of the Atreus myth divert the mythical story (as presented in the older literature) and
promote new political social solutions to conflicts."” His work is characterised by original formal
elements such as dramatic dialogue, a noble type of recital, and the introduction of the character
of the second actor. This brings a radical formal novelty into the theatre performance.”” However,
something more important than form is reflected in his work. To understand the Greek culture of
the late 6™ and 5" centuries BC, but also to understand the already mentioned problems of human
nature, the political context seems to be the key factor.

Aeschylus wrote his work at a time when one era of political and social development of Greek
culture was coming to an end and another was just beginning. With the end of the Greco-Persian
wars, trade flourished. As a financial aristocracy had been arising, finances no longer accumu-
lated in the hands of the families. With his tragedies, the playwright reflects Heraclitus’ view that
life is a struggle in which there is a constant transformation of opposites.”’ The monarchical and
oligarchical establishments based on the families ended their development at that time.?* The
value of equality and the rule of equals also characterise the aristocratic-oligarchic elite, but the
democratically oriented current is dominated by a more general and horizontal understanding
of the ideal of equality (isonomy). Vernant points out that in the 6™ century BC, there is a radical
change in the understanding of the ideal of equality. Before that time, it was understood in the
narrower political context of the ruling aristocracy. The change consists in the fact that the ideal
of equality was not reflected in the idea of equality of ‘more equal’ only, that is, aristocracy, but it
shows itself in the equality of all, more widely understood free people. This change is the result
of complex social and cultural relationships. One of them, though, is prosaic and symbolically
reflects the radicality of change. It is about democratising the military and transforming military
strategy.

During the 8" and 7™ centuries BC, there was a strategic economic and social transformation of
the army and the associated demanding capital expenditures for the cavalry, a significant compo-
nent of the military strategy of the monarchy and aristocracy. While in the older way of leading

also a social space in which the individual fulfils his freedom, meaning, and political identity in the best way. Cf. Simon GOLDHILL,
Aeschylus — The Oresteia, Cambridge: Cambridge University Press, 2012, pp. 7-11.

17  Cf. Encyklopedie antiky, ed. Ludvik SVOBODA, Praha: Academia, 1973, pp. 90-91.

18 Cf. Encyklopedie antiky, p. 176.

19 Cf. George THOMSON, Aischylos a Athény, Praha: Nakladatelstvi Rovnost, 1952, pp. 255-256. Thus, Aeschylus’ elaboration does not
only mention the motif of the conflict of laws and justice, which also frames older myths as a theme, his change also concerns what he
sees as a means of finding justice and law. The theatre plays with a mythical theme, thus reflects quite natural political and philosophical
views on how to seek justice and laws. ‘In der Orestie hat Aischylos aufgezeigt, dass das menschliche Urverlangen nach individueller
Gerechtigkeit, wenn irgendwo in der Geschichte, so nur in einem wohlgeordneten Staatswesen realisierbar ist” Walter NICOLAI, Zum
doppelten Wirkungsziel der aischyleischen Orestie, Heidelberg : Universititsverlag Winter, 1988, p. 54.

20 For the key importance of Aeschylus’ dramatic techniques, cf. Eva STEHLIKOVA, Antické divadlo, Praha: Karolinum, 2005, pp. 55-58.

21 On this issue, cf. Ferdinand STIEBITZ, Aischylova Oresteia, in: Oresteia, AISCHYLOS, Praha: Artur, 2014, pp. 196-236.

22 Cf. THOMSON, Aischylos..., pp. 211-229.
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armed conflicts, horses and chariots dominated as a symbol of political power, in the period of
the 7" and especially the 6™ century BC, there was a significant transformation of combat strategy,
namely a strategic emphasis on infantry and more effective phalanx manoeuvres. During the
Greco-Persian conflicts, this type of fighting proved to be an effective response to the demands of
both defence and attack. An economically cheaper and militarily more effective way of fighting,
which was tested not only in regional conflicts but also in the clashes of the Greco-Persian wars,
became a source of equality not only on the battlefield and during the war, but also within the
village in peacetime.”

According to Vernant, Homer’s Achilles, dragging Hector’s corpse around the walls of Troy, was
a hero whose actions were no longer valuable in the time of Aeschylus. This way of military
heroism ended not only at the moment of the transformation of military strategy, but also hand
in hand with the transformation of ancient Greek society in the 6™ century BC. The new ideal of
heroism and the virtuous warrior was a man in heavy armour bravely fighting for the survival or
glory of the polis. This is the opposite of the individualistic heroism of mythical warriors who were
subject to greed and pride (hybris). The hoplite, who did not come from an aristocratic family, was
recruited from the free citizens of the city, and was the owner of his own armour, was the exact
opposite of the mythical hero, whose aristocratic origin itself bore the mark of nobility. The hero
of the real battlefield rejected individualism, and his survival and victory were the victory of the
whole phalanx. He was aristocratic — noble and courageous - not by his origin, but by the nobility
of ideals that transcend individuality. What was desirable in the new warrior was no longer stub-
born passion (thymos) or the pride (hybris) which springs from it. The preferable elements were
moderation and deliberation (sdfrosyné). The new hero was characterised by ‘perfect self-control,
the ability to submit to a common discipline, coolness suppressing instinctive tensions that could
disrupt the order of formation’*

The heroes of the trilogy, by their will to act justly or unjustly, are subject to or resist pride. They
become part of the set of consequences which have an impact not only on them, but on the whole
community, and the situation can be solved in the context of the polis itself only.

Aeschylus was the first of the great playwrights dealing with the ideology of the polis. He promoted
those ideals of equality. The sanctity of such ideals guaranteed the survival and prosperity of any
community. The context of the conflict of different ideas about the form of justice, which results
in a practical conflict, provided him with a space for thoughts. In it, he corrected and moderated
the consequences of bad decisions, and, at the same time, he emphasised the ideals that define
tragic human nature.

Man in any of his tragic moods, chooses and acts within his community. This is his nature and
it is only thanks to community and being within it that he is destined to be free, and at the same
time he really is.”

23 The formation of hoplites armed with relatively unified armament, which consisted of a large shield (hoplon) and a spear, was effective
precisely because of its ability to close up and manoeuvre as a whole. The heavy armament of soldiers limited individualism on the
battlefield and naturally led to an emphasis on the effectiveness of collective manoeuvring. The combat unit, armed with long spears,
marching while protected by a wall of shields, represented a developmental leap of the military art. On the mentioned issues of the origin
of the Greek phalanx and its significance in the context of building a Greek polis, cf. Jon E. LENDON, Soldiers and Ghosts: A History of
Battle in Classical Antiquity, New Haven; London: Yale University Press, 2005, pp. 39-90. For a comprehensive overview of the current
state of the discussion on the hoplite reform, cf. also Gregory F. VIGGIANO, The Hoplite Revolution and the Rise of the Polis, in: Men of
Bronze: Hoplite Warfare in Ancient Greece, eds. Donald KAGAN and Gregory F. VIGGIANO, Princeton; Oxford: Princeton University
Press, 2013, pp. 112-133.

24 Jean-Pierre VERNANT, Poditky feckého myslent, Praha: Oikoymenh, 1993, pp. 44-45. On this issue, cf. also LENDON, Soldiers..., p. 62.

25 Cf. Miroslav KARABA, Sme slobodni alebo neslobodni?, in: Viera a kultiira cestou ¢loveka, ed. Milo§ LICHNER, Trnava: Dobra kniha,
2017, pp. 301-324. Ancient man is not a kind of causa sui that is freed from other determining causes, but quite the opposite. A curse
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1.2. Curse of Fate or Choice of Curse?

The key idea of Aeschylus’ trilogy is that the consequences of some kind of choice and action not
only affect the actor himself, but change the order of things and disrupt the justice of the commu-
nity. The actions of the heroes are not separated from the existence of the community. This is why
the polis is able to correct the tragic nature of human existence.”

But are the heroes free, or are they just pieces on the chessboard of destiny? If they are acting
freely, what does the free choice that leads to the tragic event stem from? Aeschylus realises that
the drama which his heroes rush into lies in their misjudgement, blindness, sinfulness, or simply
it is the will of the gods. Each of them decides and chooses on the basis of external and internal
circumstances. Although the idea that we are a toy in the hands of the gods is contrary to our idea
of the relationship between freedom and justice, it is connected with the understanding of the re-
lationship between the gods and man in ancient religion and also with the meaning of freedom.?”
The will of the gods, or any transcendent cause beyond our ability to explain and justify it, is, so to
speak, synonymous with the inexplicable tragedy of human destinies. One can only resign oneself
and accept the fact that a given destiny is something which one cannot break free from. However,
this frustration of ancient man, who lives under the weight of destiny, does not diminish personal
responsibility and the limits of human freedom within the restricted possibilities provided by
curses or gods. In this tragic situation, which transcends the limits of our rationality or the idea of
absolute freedom, Aeschylus - like Sophocles later - tries to illustrate the key idea to the spectator.
This one stems from the connection between religion and morality.

According to Stiebitz, the tragic conflict and misfortune - sent by the gods to the individual he-
roes of the tragedies who are seen by us, the readers and the spectators — serve to educate the hero
and man in general and to improve one’s morality.”® The will of the gods and the justice of this will
are in many ways an incomprehensible secret to man, but it still gives direction. Considering the
debate on piety, Aeschylus adds something that transcends the external form of religiosity.

Even though a person’s destiny is unstable, and the gods often intervene in it with their motivations
which we do not know, one must be able to make the right decision and accept destiny as a chal-
lenge. He must seek the most just decision and must act in accordance with divine justice. But how
to know justice in the confusion of gods’ desires and traditions that refer to gods’ laws? What char-
acterises Aeschylus’ work on the outside is the conflict of the concepts of justice and obedience to
the law. These are sometimes determined by tradition (duty of vow) and at other times by a specific
god.”” Are these justifications in conflict which will be resolved by rational reasoning? Is it a conflict
between a better and a worse concept of justice? Contrary to the hypothesis that this is logically
inconsistent internal conflict in which several conceptions of justice (diké) compete, and which for
some interpreters of the trilogy is evidence of the imperfection of form or rather the beginnings of
the development of dramatic literature), Martha C. Nussbaum offers an alternative interpretation.*

or other formal form of the influence of destiny represents what we might call, using the modern Popperian term, metaphysical
determinism. The relationship between determinism and freedom understood in this way, which, however, does not exclude the moral
responsibility of a person for his actions, was already known in ancient philosophy.

26 Like Steibitz, Nussbaum emphasises the importance of the community as a tool that can purify or stabilise corrupt or tragic human
nature. Cf. NUSSBAUM, Krehkost..., p. 127.

27 Cf. STIEBITZ, Aischylova..., p. 202. Cf. also Eric R. DODDS, Rekové a iraciondlno, Praha: Oikoymenh, 2000, pp. 53-69.

28 Cf. STIEBITZ, Aischylova..., p. 204. Cf. also NUSSBAUM, Krehkost..., pp. 139-141.

29 Cf. NUSSBAUM, Kfehkost..., pp. 93-103. Cf. also Jean-Pierre VERNANT, The Historical Moment of Tragedy in Greece: Some of the
Social and Psychological Conditions, in: Myth and Tragedy in Ancient Greece, eds. Jean-Pierre VERNANT and Pierre VIDAL-NAQUET,
New York: Zone Books, 1990, pp. 23-28.

30 Cf.NUSSBAUM, Kiehkost..., pp. 95-96.
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Martha C. Nussbaum sees the supposed logical inconsistency as a positive motive, not a mistake.
She sees this element, which others perceive as a formal imperfection, as an intuitive expression of
a tragic practical conflict. Several controversial concepts are contradictory only if there is a dichot-
omous taxonomy on the basis of which one choice is clearly good and the other bad. In Sophocles’
Antigone, for example, there is a relatively clear conflict of justice. Namely, it is the requirement
of obedience to the law of the community governed by Creon and the requirement of piety and
obedience to the divine law that Antigone chooses to follow.

Regardless of the in-depth analysis, the dichotomy of the demands of justice is clearer in Sopho-
cles and is primarily seen as an interpretive key in the case of some of Aeschylus’ heroes. Agam-
emnons guilt for killing his daughter also seems clearer than the mitigating circumstances he is
defending.’' But what about obedience to two laws which have divine origin and are explicitly
required by a god? And how to act in a situation which his son Orestes is in? This is not a formally
inconsistent literature, but a truly unsolvable problem of the conflict between the law of revenge
and the law of ‘conscience’ Orestes must decide between competing demands of which legitimacy
is given by the gods themselves. The duty to a god and to the law or the murder of the mother.
That is a dilemma!

1.2.1. Orestes - an Example of a Tragic Hero

For Aeschylus, it is the specific choices and subsequent actions of the hero that trigger the practi-
cal level of tragic conflict. In general, and from the point of view of the value of religiousness (eu-
sebia), everyone who does evil must also suffer. The act of evil brings a natural need for reaction,
and evil cannot remain without retribution.’* However, Aeschylus brings the theme of the moral
dilemmas which the young hero must face at several levels. His problem begins with the murder
of his father, his mother’s husband and the king. This act seeks revenge. However, the murder of
the king, father and husband, is only an imaginary beginning. The assassination of Agamemnon
was brought about by a series of causes that make his killing not only a murder stemming from his
wife’s personal transgressions, but also the necessary updating of the curse on his family. Orestes
faces the duty to avenge his father by punishing the murderers and the dilemma of murdering his
own mother.

Aeschylus portrays the actors of the tragedy as beings facing more or less unsolvable dilemmas.
They stand between the freedom not to obey an order or divination and the obligation to obey
a request that stems from tradition, divination, etc. Their decisive obedience leads to another part
of their fate. Clearly, these demands are presented as dilemmas of justice. However, free choice
seems to be in contrast with the fate of the curse over the whole family which stands behind it.
None of the heroes is free in the sense in which we understand free human actions, because every
hero of the trilogy and his actions appear to be another link in the chain of curses. In absolute
terms, everyone is determined, and he just updates the potential for a curse.” Is this determination

31 If we place Agamemnon’s guilt in the broader context of the myth, his case also seems tragic and unsolvable in many ways. Dodds
emphasises the religious reason for Agamemnon’s defence and his choices and actions. Given this context, Agamemnon’s practical
conflict seems much more burning and unsolvable. Cf. DODDS, Rekové..., pp. 11-35.

32 ‘Justice turns the wheel. “Word for word, curse for curse be born now;” Justice thunders, hungry for retribution, “stroke for bloody stroke
be paid. The one who acts must suffer” Three generations strong the word resounds’ Robert FAGLES and William Bedell STANDFORD,
The Oresteia: Agamemnon, The Libation Bearers, The Eumenides, Penguin Classics, 1984, p. 192. In Czech, AISCHYLOS: Obét na hrobé,
in: Oresteia, AISCHYLOS, Praha: Artur, 2014, pp. 95-96.

33 This meta-narrative in the background of the trilogy is also an impetus for the victimisation of actors. Nussbaum, using the analysis
offered by, for example, Dodds, Lesky, and Lloyd-Jones, illustrates the conflict between the fate of Agamemnon, who kills his daughter
Iphigenia at the behest of Zeus, and his personal choice - so to speak, by his alibi-like surrender which makes him guilty. NUSSBAUM,
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an attenuating circumstance that mitigates their guilt? However, Aeschylus does not think in this
way and does not ask this question. The first critical point is the ambition to solve the unsolvable.
Aeschylus is aware of the determination of the curse that hangs over his heroes and heroines. The
curse of the family is synonymous with tragic nature as the starting point of human existence.
However, it does not matter what the fate of the actors is. The key is their decision at a time which,
so to speak, has no solution.

The second critical point is the critique of the very way in which they act and the position they
hold after the emergence of this conflict. At the level of their lives, there is a discrepancy between
their actions, which are determined by the circumstances, but also by an intuitively understood
idea of justice. This idea is contrary to what they perceive as an obligation to the gods. Neverthe-
less, they consciously violate a certain type of moral imperative, being orders that are just (not
to kill a daughter, not to kill a husband, not to kill a mother). Tragic nature then results precisely
from the fact that they choose the supposed solution over the insolvability of tragedy.

Each of the heroes, Agamemnon, Clytemnestra, and their son Orestes, act with the knowledge
that they will suffer. Each of them is intuitively aware of the dilemma between objective norms and
subjective desire. Even if their choice is supported by divine will, this still applies. In order to be
able to march with his army to Troy, Agamemnon kills his daughter. He knows he should not do
it, but he does it.** His wife Clytemnestra kills the returned tyrant, her lawful husband and rightful
ruler. Using the act of revenge, she hides her own infidelity.”” Revenge for the daughter’s death and
subjective motivations - jealousy and infidelity — are stronger than the fear of killing a husband
and king. The female heroine also assures herself that her right to revenge is fair. After it, facing
her son’s revenge, she does not hesitate to defend herself using the fact of predetermination of
ancestral curse. One murder follows another, and the trilogy of revenge is completed by the son
of Agamemnon and the Clytemnestra — Orestes. He kills his mother without this intention and
punishes the murderer which is the act he desires to do.

Agamemnon justifies his decision to sacrifice his daughter by emphasising obedience to the div-
ination which makes it possible to fulfil the demand for revenge and punishment.’* However, the
cause of the sacrifice of the daughter is not the divination itself. This is only a means of making
peace with the goddess and thus of one type of justice. The reason is the obedience of the ruler to
his people, the obligation to punish the betrayal of one Trojan prince, etc. However, Agamemnon
accepts the yoke of necessary obedience to the law of tribe and family fanatically and without any
fight, as evidenced by the singing of the choir.”” What makes the monarch guilty is, so to speak,
that he avoids taking responsibility for his choice to sacrifice his daughter with the imperative of
the law. The King solves the tragic conflict by cynical thinking, that is, he tells himself: when the
various choices are all tragic, why not finally choose the one that is more beneficial?*® The death of
a daughter is less of a loss than the loss of the opportunity to conquer Troy and fulfil the obligation
to punish disgrace. After all, the reasons for his choice are the ones which usually determine his
actions — passion and pride. The internal justification for obedience to the command is thus not

Kiehkost..., pp. 109-126.

34 Cf. AISCHYLOS, Agamemnon, in: Oresteia, AISCHYLOS, Praha: Artur, 2014, p. 15.

35 About the nuances and the debate on the blood curse and Aeschylus’ work, cf. STIEBITZ, Aischylova..., p. 207.

36 ‘And once he slipped his neck in the strap of Fate, his spirit veering black, impure, unholy, once he turned he stooped at nothing, seized
with the frenzy blinding driving to outrage — wretched frenzy, cause of all our grief! Yes, he had the heart To sacrifice his daughter, To
bless the war that avenged a woman loss, A bridal rite that sped the men-of-war’ FAGLES and STANDFORD, The Oresteia, p. 110. In
Czech, AISCHYLOS, Agamemnon..., p. 15.

37 AISCHYLOS, Obét..., p. 15.

38 Ibid, p. 15.
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based on piety, which would not solve anything anyway, as obedience should respect both types of
laws, which are inherently divine in origin. The way how Agamemnon justifies obedience, on the
other hand, is a caricature of piety that obscures his passionate irrational surrender. Regardless of
the moral assessment that is the subject of constant debate, the dilemma of the two demands of
justice (diké) is still the framework of the tragedy.

Unlike his father, Orestes is in an even more complicated situation. According to Martha C. Nuss-
baum, the playwright underlines the basic hypothesis of the insolvability of practical conflict using
Orestes and his situation.” Orestes is aware of the dilemma of the laws of the family and the
natural doubts to which this legal obligation is directed. Like his father, he is aware of the practical
conflict. Unlike his father, though, he has no lateral motivations, such as the obligation to punish
treason and gain fame by conquering Troy. He is not driven by ambition or pride (hybris). The
resolution of the practical conflict in the case of Agamemnon led to an update of the curse, but
also to the heroic fate of the conqueror of Troy. In the case of the son, the conflict is framed by
the avenging (his father) and the murder (his mother). The tragedy captures how the son ponders
the decision to avenge his father through the murder of his own mother.* He perceives murder
as a spoil. It does not make him a famous winner like in case of his father; it is just the opposite.*
From the beginning of the second part of the trilogy, he realises that he is sent to act in the name
of a god, and to act in a very difficult task — to be the murderer of his mother.*> The execution and
subsequent awareness of the act leads him to what the chorus declares: none of us can live with-
out being affected by tragic conflict. At every moment of a tragic decision, however, Aeschylus
emphasises the autonomy of choice, but also some uncertainty in the decision. However, the guilt
and punishment, which each of the heroes of the trilogy is aware of, are the consequences which
they accept in the name of subjective demands. They freely choose to be determined, and the
curse, which was said a generation ago, continues. They know the curse that results from breaking
the law. And yet, they make indirect decisions in favour of it.*

The identity of each of the actors of the tragedy is tied to the blood and the tribe.* It is a predis-
position that individuals carry with them. They are determined by a curse, but their actions are
always their choice. So, it is their choice that will allow them to remain in this curse. Their free
choice is confirmed by their mythical genetic code; their bloody origin is at the source of the
curse. Their decision will actually bring them into a cursed community. Individual characters are
even aware of their identity, where it goes, and how they fulfil it. It is freedom that is blinded by
personal motives or ancient laws of the family which the new polis seeks to change. Against such
thinking, Aeschylus sets the point of his trilogy which culminates in the Eumenides.*

The tragedy of the curse of the family, which is reinforced by the choice of each participant, is
broken by divine intervention at the end of the whole drama.* Against the identity and nature of

39 Cf.NUSSBAUM, Krehkost..., p. 140.

40 Cf. AISCHYLOS, Obét..., pp. 120-129. In the dramatic dialogue between son and mother lies the key point of the dispute between
the laws of the family, the natural doubts, and remorse over the mother’s death. One of the extended hands of the divine, and the
embodiment of erroneous will at the same time, is Orestes’ friend Pylades. He points out the unquestionability of the fact that the
originator of the command of revenge is the divine Apollo.

41 Orestes states at the moment of reflection at the end of the game: ‘Look, the blood ran here, conspired with time to blot the swirling
dyes, the handsome old brocade. Now I can praise you, now I am here to mourn. You were my father’s death, great robe, I hail you! Even
if I must suffer the work and the agony And all the race of man - I embrace you ... you, My victory, are my guilt my curse, and still -’
FAGLES and STANDFORD, The Oresteia, p. 223. In Czech, AISCHYLOS, Obét..., p. 126.

42 AISCHYLOS, Obét..., p. 81.

43 Tbid,, p. 126.

44 Cf. FISCHER-LICHTE, Dejiny..., pp. 19-20.

45 Cf. GOLDHILL, Aeschylus..., pp. 24-33.

46 Cf. THOMSON, Aischylos..., pp. 286-308.
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the person who is subjected to the curse stands a new possibility — the identity of the citizen of
the polis. In Eumenides, Athena intervenes and appoints a new arbitrator of justice, a court within
the community. With her vote, she advocates for the last hero of the trilogy to be pardoned.”
However, the entry of Athena is more than just a symbolic entry of wisdom.

Other gods appear in the drama as well. It is Apollo who advises Orestes to kill his mother. Par-
adoxically, Orestes’ mother is not persecuted for the murder of her husband and his father, but
Orestes is. It is the Erinyes, an older generation of gods, who persecutes the hero. However, both
divine parties in the dispute over Orestes, that is, the god who inspired it and also the goddess of
revenge, are wrong. This is why the input of another divine entity is different and refers to a dif-
ferent conception of justice. Aeschylus, emphasising piety, speaks of the entry of a goddess who
symbolises something more than that which was previously considered divine.*® Athena symbol-
ises not just wisdom. By her actions she represents true piety in practice - the righteousness of
wisdom. The figure of the goddess in this tragedy symbolises the ‘principle of the polis’*® Athena
does not resolve the conflict in terms of support for one of the parties in the dispute. She does
not even agree with Apollo, who is a symbol of Zeus, Athena’ father. She does not agree with the
Erinyes either. Those call for compliance with the law which restore the viability of the commu-
nity. Athena establishes a court consisting of people, not gods. The practical conflict of heroes has
led to tragic consequences, so Athena, using her position, moderates this conflict by emphasising
missing elements, and by emphasising the elements which have led everyone to fateful tragedies.
She emphasises moderation as such (sdfrosyné).”

Aeschylus is not concerned with repealing the law of retribution, with tradition as such. He wants
the formal anchoring of punishment in the court process, which no longer understands pun-
ishment as a wayward act of retaliation, but gives it legally objective legitimacy. Objectivity is
born of piety, moderation, and abstention, because where one sees a solution, Aeschylus sees
an intractable tragic conflict. The court appointed by the goddess is thus a symbol of the legal
rejection of the sudden revenge. It is a wayward punishment that is carried out as if in the name
of justice, but it is not legitimate. A punishment imposed by a court is legitimate. It is the court
and the judicial power, that is, the third party, that decides fairly. Here, too, Aeschylus surprises
by gradually building tension. For the last hero, the tragedy turns out well. However, the aeropa-
gus — the judiciary - does not free him from his guilt.”' He is democratically judged. The divine
intervention of Athena then helps to lift the curse of punishment, as her voice is the one that
prevails in favour of innocence.

Of course, the question arises as to whether it is possible to speak of justice when Orestes is
justified by a single vote? Is the court, which is the result of a democratic vote, also fairer? During
the trial, the Erinyes blamed the accused Orestes and the god Apollo who sent him to murder
his mother on the basis of a divination. In their speech before the court, they emphasise the
impact which release, that is, the avoidance of punishment, would have on the community. To
set a murderer free is against divine laws. Aeschylus realised the meaning of this symbol. If the
Erinyes were goddesses who punished bloody murders, perjured oaths, etc., how could one reject
their opinion? The Erinyes themselves point to the essential, the justice of the divine laws. These
must be the source of any written or unwritten human law. But this dispute between the law

47 Cf. THOMSON, Aischylos..., p. 288.

48 Cf. FISCHER-LICHTE, Dejiny..., pp. 26-30. Cf. also THOMSON, Aischylos..., pp. 288-289.
49 FISCHER-LICHTE, Dejiny..., p. 26.

50 Cf. THOMSON, Aischylos..., p. 292.

51 Cf. FISCHER-LICHTE, De¢jiny..., p. 30.
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or the will of Apollo and his prophecy and the Erinyes cannot be settled justly in favour of one
party or the other. This is the essential idea or underlining point. Fairness between option A or B
cannot be established. This is not because there is a third possibility, but because the morality of
divine conflicts and de facto erroneous divine decisions (the imperfect divination of one god and
selective activity of punishing done by the Erinyes, who punish just the son but not the mother)
is not a righteous morality, and therefore it cannot be truly divine. The goddess, a symbol of
wisdom, legitimises the law of the community and the judicial tribunal. They are both placed
above older traditions and the will of the gods. It is an aeropagus that has the right to punish
but also to forgive. Its divine establishment is the beginning of a morality of which the ideal of
justice is above the chaos of blood and ancestral ties.”* After all, the goddess herself also appeases
the punishing goddesses. They are entitled to punish, but the playwright portrays their justice as
selective and in fact unjust. They punish and demand punishment for the son, but they did not
punish the mother who had murdered as well. Athena, as a symbol of wisdom and objectivity, also
transcends Apollos divine power and places a new synthesising element between the two divine
powers (Apollo and the Erinyes) - the polis and its institution of the aeropagus.

Conclusion

The tragic fate of ancient heroes is not only a distant literary memory. In the work of Aeschylus,
Sophocles, and Euripides, this problem acquires its specific formal expression, which is inspiring
not only for philosophy, but also for education. The specific fate of ancient heroes is not that
important here, as it is more about the practical conflict which leads them to tragedy, and it
resonates in the everyday personal tragedies of contemporary man as well.

Man in Aeschylus’ work appears to be subject to the fate of a curse or to the duties of a family
and deities. The frustrating situation in which ancient heroes (not only in Aeschylus’ work) find
themselves is the cause of the choices that lead to a tragic situation. However, the tragic nature
of life cannot be perceived as absurd. The hero does not face tragedy as something that does not
make sense. This question is absent in ancient tragedy. The hero faces tragedy as something with
an unknown meaning. It cannot be clear to us either. This is why we are all obliged to face tragedy
in the best possible way even more.

The challenge of facing the tragic consequences of one’s actions is also linked to the reflection of
their origins and their causes. Here is outlined the second perspective of thought that Aeschylus
is aware of. Although his heroes are cursed and their decisions are given by a curse or other het-
eronomous cause, it is more or less their autonomous decision that updates their curse potential.
In his trilogy, Aeschylus presents a paradigmatic anthropological observation — a practical tragic
conflict. As Martha C. Nussbaum points out, not only in ancient drama but also in everyday ex-
perience, ‘we find, instead, a complex spectrum of cases, interrelated and overlapping in ways not
captured by any dichotomous taxonomy’> The idea of a practical conflict that leads to tragedy is
a type of experience, universal and timeless. That tragic nature of human existence, our empathy
with others in their own tragic situation and the associated compassion, converge with each other
over time. This can be seen as an inspiration not only for education but also for raising children.

Aeschylus’ response to the tragedy is not philosophical in the sense of seeking certainty and means
to overcome the tragedy. However, it is not religious either. Otherwise, it would perceive the

52 Cf. THOMSON, Aischylos..., pp. 297-298.
53 NUSSBAUM, Krehkost..., p. 101.
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experience of a tragedy with hope. The world of tragic art is a far more sceptical and - one might
say — more realistic approach. The literary work carries an instrumental value. On the one hand,
it teaches us about the tragic nature of being, but on the other hand it shows Aeschylus’ specific
attitude towards the situation as he wants to find space for growth in a tragic destiny. Tragedy
has the potential to immunise our rational reflection on the tragedy of everyday life, without the
prospect of faith and hope.

The question arises: how does it immunise human existence against the reach of tragedy? Par-
adoxically, it is a reflection upon the existence of man as a person who is endowed with the
intellectual nature and pro-sociability which he develops in community. It is the nature of man as
a social and rational being in which Aeschylus’ ancient hero finds the source of strength to face
an insurmountable obstacle, to face the consequences of the tragic nature of his being. Although
the tragedy remains, and the grief of the heroes and spectators (who in everyday lives represent
the actors of their own tragedies) does not diminish, the example of the heroes clearly shows the
way how to accept a tragic existence into one’s life, how to be prepared for it, and filter the values
which one follows. Tragicism is rationalised and its consequences are eased and carried by the
whole polis. The final part of the tragedy also reveals the importance of society and the culture of
law. This influences human nature and cultivates its natural talents.

Aeschylus’ trilogy shows the content connection of two areas, the problematisation of which we
find in the ancient philosophy of man and no less in current debates. The question of human
nature and its rationality (rational in Aeschylus and Sophocles, subject to the passion of Euripi-
des) cannot be separated from the problem of justice. It is precisely in the search for justice and
submission to the law where human dignity reflects itself. The human ability to face tragedy with
dignity and not succumb to the passions stems from a rational nature that recognises and reflects
upon the practical conflict leading to tragedy. Whatever the fate of man is, mitigation is possible
only in the community, because it is ultimately a community that is affected by the misfortune
of the individual. The polis, which is governed by the law (nomos) and by the search for justice
(diké), is (for both Aeschylus and Sophocles) a space in which the individual can mitigate, but
not negate, the consequences of practical conflict. The emphasis on the polis as a space of law and
justice, which is consciously incorporated into Aeschylus’ dramas, is later explicitly expressed in
Plato’s and Aristotle’s political philosophy and ethics; and a well-managed polis becomes a medi-
um in which the individual is allowed to reach for bliss.
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Autorské cteni: akéni vyzkum v pedagogické realité
Josef Nota

Abstrakt:

Clanek narativnim zpUsobem piedstavuje pozadi udalosti, které vedly k zafazeni discipliny
autorské cteni do vyuky konkrétni zakladni skoly. Vychozim predpokladem je, ze autorské cteni
mUze byt vedle nacviku slohovych utvarl vhodnou alternativou pro rozvijeni klicovych kom-
petenci. Hlavnim cilem je ze ziskanych dat zformulovat vlastni pedagogické zkusenosti, které
Skola s autorskym ¢tenim za dobu osmileté praxe ucinila. Sekundarnim cilem je za pomoci
pfipadovych studii ilustrovat zpUsoby, jak konkrétni zaci (i rodi¢e) mohou k autorskému cteni
pfistupovat.

Klicova slova: Narativni vyzkum, pedagogika, autorstvi, osobnost, autorské cteni, dialog, Skola

Vyzkum experimentalni dramatiky a autorského cteni

Autorské cteni vzniklo jako psychosomaticka disciplina uréena pro moznost osobnostniho roz-
voje poslucha¢t DAMU v Praze (spolu s integrujici disciplinou dialogické jednani s vnitfnim
partnerem). V oblasti pedagogické pripravy budoucich ucitelt se o specifickém pfinosu psycho-
somatickych disciplin ve svych pracich zminuji napt. V. Svec, S. Suda a M. Matéjickova.!

V letech 2005-2018 byla disciplina autorské cteni soucasti osobnostni vychovy oboru ucitelstvi
pro narodni $kolu na Katedre pedagogiky a psychologie Pedagogické fakulty Jihoceské univerzity
v Ceskych Budé&jovicich. Aktudlné je s dalsimi predméty zdkladem osobnostni vychovy oboru pe-
dagogika volného ¢asu na Katedte pedagogiky Teologické fakulty Jihoceské univerzity v Ceskych
Budéjovicich. Data z vyzkumu jsou pribézné publikovana.

Zakladnimi metodologickymi vychodisky pro zkoumani autorského Cteni je systematicky, lon-
gitudinalni vyzkum tzv. experimentalni dramatiky. Studium experimentalni dramatiky vychazi
z predpokladu, ze osobnost lze rozvijet v dramatickych hernich situacich, které vyzaduji (stejné
jako situace pedagogické) uvédomeélé, tvorivé, reflektované jednani v situaci ,,ted a tady®. Pfi sbé-
ru dat se osvédcily postupy kvalitativni metodologie. Jde zejména o postupné zapisovani pribéhu
o nazirani na fenomény v experimentalni dramatické situaci i mimo ni. K dispozici jsou prozatim
ptibéhy, které jsou podlozeny desitkami nékolikaletych pripadovych studii, stovkami odbornych

1 Srov. Milena MATEJICKOVA, Josef NOTA, Stanislav SUDA, Observing Qualitative Changes in Psychosomatic Condition, The New
Educational Rewiew 2/2011, s. 147-161.

2 Srov. Josef NOTA, Stanislav SUDA, Hledani spole¢nych znaki reflexi dialogického jednani, in: Podpora zdravého psychického vyvoje
z aspektu ditéte a ucitele, ed. Jiti JOST - Franti$ek MAN - Alena NOHAVOVA, Praha: Eduko, 2013.
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kazuistik a tisici psanych sebereflexi.’ Jadrem narativniho pfistupu je zaméfeni na dil¢i, osobni,
jedine¢nou, osobni zkusenost participanta. Vyznam je generovan tak, ze participant propojuje
rtzné aspekty svého zivota do podoby pribéhu.*

Vyzkumny problém a vyzkumné otazky

Zamér vznikl na zakladé aktualni situace $kolni praxe. Autorské ¢teni v prostredi malottidni $ko-
ly prozatim nebylo zkoumano: cilem tohoto ¢lanku je tedy reflexe pedagogické zkusenosti s au-
torskym tenim v prostredi 1. stupné ZS.

S ohledem na cil studie je hlavni otdzkou: Jakd je dosavadni pedagogicka zkusenost s disciplinou
autorské cteni v prostredi madlotiidni skoly?

V souladu s béznou praxi kvalitativntho vyzkumu®je zformulovanou sekundarni otazkou: Jakym
zptisobem budou konkrétni Zdci (i rodice) k autorskému Cteni pristupovat?

Design a metoda vyzkumu

Vstup do vyzkumu je veden snahou ziskat integrovany pohled na kontextovou logiku. Hlavni
vyzkumné otdzce odpovida kvalitativni pristup, nebot v polozené otdzce je usilovano o ziskani
hloubkového vhledu popisem pripadi, rozkryti nékterych ne zcela jasnych jevi.c

Pristup je opfen o postupy: 1) ak¢niho vyzkumu, nebot jsou témata vztazena k pedagogické praxi,
proces vyzkumu je procesem uceni a zmény, navic vyzkum s praxi jde ruku v ruce; 2) narativniho
zkoumani: jednd se o zptsob dotazovani explorujicitho problém jedince. Narativni zkoumani se
stalo nedilnou soucdsti kvalitativniho vyzkumu. Vyzkumnik pfitom buduje komplexni, holisticky
obraz, analyzuje slova i rozsahlejsi verbalni i neverbdlni vyznamové jednotky, zachycuje podrob-
né nazory informanté a provadi studii v pfirozenych podminkach. Cermék upozoriuje, Ze za-
timco vyzkumnik pfi tomto typu vyzkumu ztraci expertni postaveni, validitu, reprezentativnost,
jednoduchost, objektivitu, determinismus apod., ziskava oproti tomu komplexnost, heterarchii,
indeterminismus a dal$i.” Vyzkum bude navic obohacen o moznost sdileni, participativné-dia-
logickou interpretaci a dtvéryhodnost zjisténi. Narativni modus je zaloZen na presvédcivé re-
prezentaci zivotni zku$enosti.® Za vyzkumnou strategii byl vybran také specificky typ pripadové
studie, nebot se vyzkum tyka situaci, ve kterych si klademe otazky ,JAK“ a ,,PROC* se d&ji urcité
jevy, nad kterymi mame jen omezenou kontrolu.” Jedna se o urcité unikatni pripady, které byly
vybrany zamérné, aby reprezentovaly: a) vztah zakt k discipliné autorské ctent; b) umoznily re-
flektovat konkrétni zptsob pedagogické intervence. Postup pfi sbéru bylo nutné nékolikrat revi-
dovat (u pripadovych studii konkrétnich zaka bylo tieba ovérit platnost dat z pozorovani pomoci
daldich dat, napf. ziskat vypovédi od rodi¢t zaki.)

Nevyhodou bylo, Ze data z pripadovych studii bylo nutné (kvili rozsahlosti) pro potfeby tohoto
¢lanku zestrucnit, coz vzniklému obrazu ubira na komplexnosti.

3 Srov. Stanislav SUDA, Experimentdlni dramatika, Ceské Budéjovice: Nakladatelstvi Jihoceské univerzity v Cesk}'fch Budgéjovicich, 2017,
s. 227-238.

4 Srov. Ivo CERMAK, Myslet narativné (kvalitativni vyzkum ,,on the road®), in: Kvalitativni vyzkum ve véddch o ¢clovéku na prahu tetiho

tisiciletf, ed. Ivo CERMAK - Michal MIOVSKY, Brno: Psychologicky tstav, 2002, s. 19-25.

Srov. Roman SVARICEK, Klara SEDOVA, Kvalitativai vyzkum v pedagogickych véddch: Pravidla hry, Praha: Portl, 2007.

Tamtéz, s. 69-71.

Srov. CERMAK, Myslet..., s. 11-25.

Tamtéz, s. 16.

SVARICEK, SEDOVA, Kvalitativni..., s. 105.
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Jména déti byla zménéna, aby byla zachovana eticka stranka vyzkumu. Pribéh vyzkumu se ridil
podminkami terénu a byl v zakladu participativni.

Data z vyzkumu

Zakladem dat je narativni interview, zucastnéné pozorovani (zejména terénni poznamky a pe-
dagogicky denik), nestrukturované rozhovory se zaky a s jejich rodic¢i, hromadné diskuze s zaky,
obsahova analyza autorskych textli a nestrukturované, hloubkové rozhovory s pedagogy skoly
(feditel skoly, 2 pedagozky) a pripadové studie.

Otazky kvality a interpretace vyzkumu

Triangulace byla pouzita nikoliv v kontextu snah o posileni validity sebranych dat (postavenim
dvou rozdilnych metod proti sobé), ale ve druhém pojeti, tedy jako strategie k podpore poznatka
ziskanim dal$ich informaci.'° K podpore poznatki bylo vyuzito zucastnéné pozorovani, narativni
interview a interpretace ziskanych dat od kolegt."!

Zacatek pribéhu

Malotiidni vesnicka $kola v jiznich Cechach, ve které jsem pedagogem, ma v soucasné dobé 35
déti, 4 pedagogy na staly pracovni pomér, diky rozsahlé prestavbé 4 tfidy a od roku 2020 je sou-
¢asti budovy také materska Skola. Avsak kdyz jsem do ni nastoupil v roce 2010, situace byla po-
nékud odlisnd: $kolu v té dobé navstévovalo 12 déti, méla 1 tfidu a 2 pedagogické pracovniky
(feditele skoly, ktery nastoupil rok pfede mnou, a mne). Vychozi podminky k mé prvni skutecné
pedagogické praxi byly dramatické. Zminéna (tehdy jesté) jednotridni skola 1. stupné méla zou-
faly nedostatek déti (i mistni obyvatelé posilali své déti radéji do jinych skol v okoli), povést skoly
byla v zalostném stavu a jeji Skolni vzdélavaci program byl formalné opsany od jiné koly.

Nasi vstupni situaci popsal feditel skoly takto: ,,Sdm jsem byl v této skole jen krdtce, bojovali jsme
proti zavieni. Zacinali jsme s malym poctem déti. Viibec jsme nevédéli, co pedagogicky délame,
ale délali jsme, co nejvice jsme mohli (ne umeéli). Ohromné ndam tehdy pomohlo, Ze nasi skolu
objevili rodice, ktefi chtéli pro své déti néjakou alternativu v okoli, kterd by byla zdarma. A tou bylo
malottidni vzdélavani s moZnosti nam do toho trochu mluvit. Prosté s fungujici skolskou radou.
To, Ze mame néjakou prestiz, nam tekla az s velkym odstupem skolni inspekce, do té doby jsem si
myslel, Ze jenom diskutujeme s rodici o jejich predstavdch o vzdélavani (které byly totozné i s mymi).
Pozitivnim hodnocenim od skolni inspekce mi doslo, Ze nds pedagogicky postoj ma zastdni v ceském
skolnim systému.

Ptichodem novych déti z okoli jsme zacali pedagogicky riist. Zvldsté ty bysttejsi déti nds inspirovaly
v utvdrent zdkladnich pedagogickych postojii. Slo o to, Ze jsme jim dali prostor k uceni a moZnost
podpory. Poté bylo zajimavé sledovat, jak latku zvladaji bez nds, a odhadnout, kde je jim zapotiebi
pomoci, ovsem jen tak, aby se do jejich cinnosti nezasahovalo ndsilim, napt. podle tematickych
planii, které nejsou v pedagogickém procesu uplné zavazujici (je to jen klicovd osnova pro ucitele,
aby se on sam v pedagogické intervenci neztratil a orientoval se). Pro nds bylo naprosto zdsadni
sledovat, jak origindlnim, individudlnim zptisobem se konkrétni dité blizi k ocekdvanym vystupiim

10 Tamtéz,s. 203
11  Srov. Michal MIOVSKY, Kvalitativni pfistup a metody v psychologickém vyzkumu, Praha: Grada, 2006.
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v 5. ro¢niku. Nasi zdasadou pedagogické intervence se stal individudlni pfistup ve smyslu: rozvijet
celého clovéka, v oblasti skolnich vysledkii ty slabsi Zdky podporovat a chranit pred opakovanym
zazivanim netispéchu, talentované hlavné nikym a ni¢im nebrzdit. Ideou se stalo a ziistdva Stastné
dité. Pro skolu se staly zdsadni otdzky smétujici k tomu, jak udélat Zdka ve skolnim prostiedi
kompetentniho do té miry, ze nds pedagogy bude potrebovat ¢im ddl tim méné v ptimé intervenci
(k vykladu, pFikazovdni, poucovdni). Ze budeme spolu spiSe nachdzet dialog.

Pfi nestrukturovanych rozhovorech s reditelem $koly jsem si uvédomil, ze v dobé pedagogickych
zacatkll jsme zfejmé poprvé okusili maximalni pedagogickou svobodu i z toho plynouci odpo-
védnost za dtsledky pedagogickych intervenci. Jen zminim, Ze naprosta vétsina tehdejsich zaka
méla zpocatku téméf nulovou motivaci ke skolni praci, néktefi z nich navic i snizené studijni
predpoklady. Vychozi nehostinné podminky se ukazaly jako velmi vyhodné a mé s kolegou pod-
nitily k bleskovému formulovani zakladnich ideji, které se do budoucna staly i kostrou formalnich
dokumentua (SVP).

Kdyz jsem pfi nastupu do zminované skoly v ramci Gvazku dostal na starost (kromé dalsich pred-
méth) i vedeni ,,slohové vychovy® u zaku 3., 4. a 5. ro¢niku (7 déti), zkusil jsem v ramci vznikaji-
cich pedagogickych ideji experiment s autorskym ctenim.

Problematika slohovych praci

Pfi vstupu do praxe jsem se slohovou a komunika¢ni vychovou zadnou redlnou pedagogickou
zku$enost nemél, jen mlhavé tuseni, Ze v RVP existuje vzdélavaci oblast pojmenovana ,jazyk
a jazykova komunikace®: cilem v této oblasti je, aby zdk ziskal znalosti a dovednosti pouzitelné
v praktickych zivotnich situacich (stal se jazykoveé kompetentnim) — mluvnicky i pisemné.

Pfi procitani béznych metodik v ucebnicich pro 1. stupen jsem zjistil, Ze v mluveném i psaném
projevu je diraz kladen spiSe na zvladnuti zdkladnich slohovych utvara (,vypravovani a ,,po-
pis“) nez na rozvijeni zminénych kompetenci. V metodickych materialech jde - zjednodusené
feceno — prvotné o nacvik: nejprve si zak osvoji zakladni jazykové prostiedky pro praci s osnovou
a reprodukuje jednoduché texty. To, co je nazyvano ,,slohovym cvicenim?, je v ucebnich textech
spise okrajova zalezitost. Jejich realizace (nacvik) byva vétsinou od 2. ro¢niku, a to pravé pro-
stfednictvim ,,slohovych cvic¢eni® (slohova cviceni se dale rizné déli dle metodického cile, napt.
na inven¢ni, kompozicni, styliza¢ni...).

Na 1. stupni se zaci nejcastéji setkdvaji s tzv. doplnovacimi cvicenimi, pro ptiklad: ,,Jaka byla Sné-
hurka? Vyber vhodna slova z nabidky a popis poté napis (...) Snéhurka byla krasna jako... Vlasy
meéla ¢erné jako... Plet méla hebkou jako... Jeji oci byly... a usta jako... Nabidka slov: hedvabi,
vila, havran, uhel ... “22.

V ucebnich textech starsitho data vydani jsou slohova cviceni realizovana rtiznymi ,,obménovaci-
mi“ typy prikladd, napft. prevést text do ¢asu minulého. V soucasnych metodickych textech se jiz
~obménovaci“ priklady neobjevuji tak ¢asto, nebot jejich pfinos pro kultivaci jazykovych doved-
nosti byvd - pfinejmensim - sporny.

Miizeme zminit i cvi¢eni substitu¢ni: ,Nahrad v textu tato slova synonymy: vkladaji se, otaci se,
odstrani se, bledne, tfeba, slouzi“"’ ¢i tzv. cviceni modelova, tedy vyslovené dle napodoby: ,,Podle
vzorcu utvor cviceni o zimé: V1, ale V2, V1, protoze V2, V1, protoze V2 a V3“4,

12 Eva HOSNOVA, Cesk)ﬁ jazyk pro 2. ro¢nik 78, Praha: SPN, 2006, s. 82.
13 Jaroslava KOSOVA, Cesky jazyk - uéebnice pro 3. rocnik zdkladni skoly, Plzeti: Fraus, 2009, s. 50.
14 Tamtéz,s. 75.
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Na konci této metodické cesty (od 4. roéniku ZS) se tradi¢né probiraji ,,styliza¢ni cvi¢eni®. Tato
cviceni autori materialti definuji jako prostor pro vlastni invenci zakd, nebot zak ma moznost pra-
covat samostatné pri tvorbé nejen vét, ale i celkti. S ikolem je spojena tvorba osnovy, zatazovani
pfimé feci a respektovani pravidel slohového ttvaru, ktery se pravé probira. Osobné se domni-
vam, ze urceny prostor pro onu zakovskou invenci je ponékud pfecenovan, nebot slohova styli-
zacni cviceni jsou opét tésné spjata s ndcvikem formalnich slohotvornych nalezitosti, naptiklad:

1) Které vétné celky byste oznacili za tvod?

2) Které vétné celky pokladate za zavér?

3) Jak byste nazvali to, co je mezi tvodem a zavérem?

4) Dokazete tuto cast jesté vice rozclenit?

5) Sestavte osnovu celého vypravéni.

6) Vsimnéte si v textu vét, za kterymi jsou napsany vykri¢niky — véty zvolaci. Vyhledejte
priklady takovych vét a prectéte je se spravnou melodii."

Na stfednich skolach je poté zpravidla sledovan stejny cil: vyskolit studenta ve funkeni stylistice,
tedy ve tvorbé slohovych utvart (popis, vyklad, uvaha, zprava). Predpoklada se (nékdy mylné), ze
student ovlada odpovidajici slohové postupy i v praxi — tedy pfi psani textd.'e

Obecné: jakykoliv nacvik rozviji vyvojové niz$i osobnostni struktury jedince nez postupy vyza-
dujici vlastni tvorbu, pfedstavivost a divergentni mysleni. OvSem zminéna metodicka struktura
nejenze mize mysleni omezovat, ale zdroven poskytuje i bezpeci, zvlasté u mladsich zakd. Ridit
se strukturovanou metodikou zminovanych ucebnic je tedy bezpe¢né pro zaka i ucitele, nebot zak
tusi, co se po ném chce, a ucitel nema starost s tim, co po zacich chtit. Cile k hodnoceni ma navic
v ucebnicové predloze.

Stalo by ovSem za néjaky relevantni vyzkum vysledovat, jaké maji pedagogové implicitni pojeti
slohové vyuky a co je pro uditele v textech tou tusenou ,vy$si kvalitou”. Zak je totiz cvicen ve
funkénim psani a metodicky dostava ,,slohové nastroje. Ve své podstaté predem (a nékdy pra-
vem) predjimame, ze Zak nema (a zpocatku ani prili§ nemize mit) esteticky cit. Ale ,,slohovku® by
mél umét napsat kazdy. Nacvik proto spociva v osvojeni zakladnich orienta¢nich bodu, kterymi
se jedinec pfi psani od pocatku fidi. Jelikoz se tyto orientacni body tykaji struktury psani, tato
struktura vede i mysleni (hovori se o konvergentnim zptisobu feSeni problémti). Proto mozna
neni Gplné namisté se rozcilovat, kdyz skupina zaka - nezavisle na sobé — napise velmi podobnou
praci. Dochazi tak k jevu, ktery ucitelé na 1. stupni velmi dobre znaji (¢eStinafi pti opravovani
maturitnich praci nepochybné také).

Je vcelku mozné, Ze se zak nacvikem slohotvornych cviceni autorsky ,,najde“ a skrz tato cviceni
originalita, osobitost a invence jaksi mimochodem probleskne. Do osvojenych postupti zak mutze
(mél by) ,,zasadit” néco vlastniho. Stane se autorem. Autorstvi mize byt onou kvalitou a prototy-
py »slohovek® ze tfid zmizi. Domnivam se, Ze potencionalni kritika pfistupu si zada obezfetnost:
zfejmé nezalezi pouze na metodice, ale také na zpusobu, jakym ucitel s metodikou pracuje. Pro
rozvoj tvorivosti je pak zasadni, kolik prostoru pro vlastni invenci ucitel dovoli zakim, ktefi maji
potencionadl k vlastni tvorbé."”

V SVP nasi $koly je vzdélavaci obor cesky jazyk a literatura soucasti vzdélavaci oblasti ,jazyk

15 Rudolf CECHURA, Hana STAUDKOVA, Miroslava HORACKOVA, Cesky jazyk pro 4. roénik, Praha: Alter, 1996, s. 15.

16 Srov. Zbynék FISER, Tvirdi psani, Brno: Paido, 2001, s. 29.

17 Srov. Josef NOTA, Experimentalni dramatika: Autorské ¢teni u zaka na 1. stupni, in: Perspektivy vychovy a vzdéldvdini v podminkdch
soucéasného svéta, ed. Miriam PROKESOVA, Ostrava: CPDS, 2017, s. 89-94.
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a jazykova komunikace®. Obsah vzdélavaciho oboru cesky jazyk a literatura ma komplexni cha-
rakter, ale pro prehlednost je rozdélen do tii slozek: komunikac¢ni a slohova vychova, jazykova
vychova a literarni vychova. Ve vyuce se vSak vzdélavaci obsah jednotlivych slozek vzajemné pro-
lina. Pti tvorbé SVP byly zékladem (mimo jinych) i tyto vychovné a vzdélavaci strategie sméfujici
k rozvijeni kli¢ovych kompetenci:

samostatnost, organizace vlastni ¢innosti;

vlastni tsudek, iniciativa, tvofivost, zodpovédnost;
komunika¢ni dovednosti, spoluprace, prace v tymu;
poznavani vlastnich moznosti;

prezentace vlastnich vysledk;

osobni zkusSenost;

prechod od frontélniho vyucovani k aktivizujicim metodam;
prakticka cviceni;

dodrzovani etiky komunikace (vécnost, naslouchani, prostor pro rtizné nazory, respektovani
originalnich, nezdafenych aj. nazort);

e predpoklad poznavani sebe a vztahti k jinym.

Pii tvorbé SVP jsem s feditelem $koly polemizoval nad tim, zda ¢as, ktery na 1. stupni strdvime
nacvikem a osvojenim slohotvornych utvard, bude:

1. respektovat vytycené vychovné a vzdélavaci strategie;

2. smérovat skutecné k rozvijeni zejména a) kompetenci k uceni; b) socialnich a personalnich
klicovych kompetenci (prace s textem; formulace vlastniho nazoru; kritické mysleni; ¢teni
s porozuménim a prace s textem; vyuzivani zajmu zaks; formovani vlastnich nazort
a jejich prezentace; vhodna komunikace se spoluzaky, s uciteli a ostatnimi dospélymi ve
skole i mimo $kolu; diskuze a naslouchani nazort druhych).

Z téchto divodu jsme se rozhodli pro zafazeni autorského cteni jako alternativniho pfistupu do
komunikacni a slohové vychovy.

V nasledujici kapitole je z divodu porozuméni kontextu nutné tuto disciplinu teoreticky predsta-
vit a specifikovat jeji dva hlavni rozdily oproti tzv. ,,tviir¢imu psani®

Fenomén autorského cteni

V 90. letech se za¢ind i v Cesku prosazovat jiny termin, ktery autorské ¢teni miize evokovat: tzv.
»tvirci psani®, poptipadé ,autorské psani®. Jedna se ale o jinou disciplinu. S velkym zjednodu-
$enim muzeme konstatovat, Ze tviirc¢i psani je primarné zaméfeno na umélecky artefakt. Cesta
k tomuto artefaktu je zvnéjsku fizena aplikovanim metod ¢i technik: tedy pfes podané pracov-
ni postupy a navody pro tvoreni textd v danych oblastech.'® Primarnim cilem tvtr¢iho psani je
esteticka kvalita textu, i kdyz se pocita i s formativnimi vlivy na osobnost autora textu. Soucasti
tviiréiho psani je i sebereflexe. Na rozdil od autorského cteni je ovSem tcelova a ma predem dany
cil. Cilem sebereflexe je ve tviiréim psani zhodnotit proces. Ve filozofii tvtiréiho psani je tvorivosti
vlastnost, kterou lze technicky rozvijet, zejména tzv. heuristickymi technikami zaméfenymi na

18 Srov. FISER, Tviirdi..., s. 25-35.
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jednotliva stadia feSeni uloh a jejich vyvoj.”” V pristupu je tvirci psani v ¢eském prostiedi po-
dobné dramatické vychové.” Tvlr¢i psani vznikd s dramatickou vychovou v podobné dobé a obé
metody jsou ovlivnény stejnou behavioralni optikou v pfistupu k jedinci (osobnost 1ze zvnéjsku
formovat metodicky a technicky).

Autorské cteni se lisi od tradi¢né chapané slohové vychovy a od tzv. tvirctho psani v prvé radé
tim, Ze nepohlizi na zaka behavioralni optikou. Behavioralni pedagogické tendence vysvétluji
dynamizaci vnitini sily jedince mechanismem: tikol > uspéch > ocenéni.?' Pedagog je v tomto
pohledu chéapan jako ,strategicky manager®, ktery zadava tkol: konkrétni (vychovny) cil urce-
ny ke zhodnoceni (dle riizné zaménitelnych kritérif). Uspéch ve $kolni situaci je pfitom brén za
hlavni motiva¢ni faktor davajici zakiim sebevédomi k opakovani ¢innosti a podavani vykonu
dle zadanych parametri. Behavioralni pohled na problematiku pedagogického pisobeni ovsem
neni dost $iroky v moment¢, kdy akcentem neni vykon jako takovy (kvantitativni hodnota), ale
pedagogickym akcentem je rozvijeni takovych vloh zdka, které podléhaji kvalitativnim méfitkim.
Typické (i kdyz ponékud tematicky zprofanované a vagni) je deklarovani pedagogického zamére-
ni na zaky jako takové (na jejich osobnost), tedy nikoliv na jejich prospéch (viditelné, métitelné
chovani). Zaméfeni na rozvijeni osobnosti zaki se stalo namétem mnoha pristupti zasahujicich
vyrazné do pedagogické reality (napt. formou dramatické vychovy ¢i etické vychovy: disciplinami
a metodami, které jsou vedené jako doplnujici pro vzdélavaci obor RVP).

Zminované behavioralni (pedagogické) ptistupy maji velmi blizko k tzv. teorii roli a jsou speci-
fické tim, Ze svym pojetim obvykle redukuji osobnost jedince na zptisoby chovani a prozivani,
v nichz jedinec vyjadfuje svou predstavu o tom, co odpovida ocekavani vztahovanému k urcitym
zivotnim pozicim a situacim.” Dle Drapely by v optice psychologie osobnosti §lo o tzv. vnéjsi
vztazny ramec pro studium chovani: ten sice umoznuje méfit a hodnotit chovani jako normalni
(kyzené) ¢i abnormalni (zralost osobnosti je takto chapana v pojmech jako je ,,socidlni prizptso-
beni®), osobni svoboda volby je ale vyrazné omezena Ciniteli (vnéj$imi ¢i vnitfnimi).»

Autorské Cteni je svym pojetim k vySe zminénému protikladné: filozoficky ma blizko k huma-
nistickym teoriim osobnosti, ve kterych neni hldsano vyrazné omezeni osobni svobody a volby
vnéjsimi ¢i vnitfnimi ¢initeli. Osobnosti je ten, kdo je autorem svych ¢ini: ,,0sobnosti je clovék
potud a natolik, pokud a nakolik jeho ciny vychdzeji z ného samého, pokud vyjadiuji jeho pozndni,
jeho zkusenost, jeho dovednost a nejsou jen mechanickym napodobenim, kopii néjakého vzoru.“*
Druhy hlavni rozdil je v tom, Ze v autorském cteni nejde primarné o ,hezky text®, ale o objevovani
sdélnosti ,,skrze text” pro ctenare i divaka v konkrétni situaci. Jde tedy v prvni fadé o vlastni moz-
nost jedince objevovat (a v setkani s druhymi uplatiiovat) své tviiréi potencionality a tématizovat
vlastni sdéleni.

Paradox autorského ¢teni vysvétluje V. Fryntova lapidarné: pouhé precteni autorského textu samo
o sobé nezaruci, ze je autor k posluchac¢tim sdélny. Nejde pritom v prvni fadé o zanrovou kvalitu
textu, ani techniku ¢teného, ale o predstavu ¢teného: ,, Jak podivné. VZdyt autor snad vi, co napsal,
co tekl, kde to bylo. To je mu vsechno jasné, ale my posluchaci autorského cteni obvykle neslysime,
Ze by mu to skutecné jasné bylo. Jak je to jenom mozné? Moznym vysvétlenim je, Ze autor jiZ text

19 Pavla PAZDERNIKOVA, Tviiréi psani a védeckd prdce. Brno, 2009. Disertaéni prace. Masarykova univerzita. Filozofickd fakulta. Ustav
Ceské literatury a knihovnictvi. Vedouci prace PhDr. Zbynék Fier, Ph.D., str. 29.

20 Napt. Eva MACHKOVA, Metodika dramatické vychovy, Praha: IPOS ARTAMA, 1999; Josef VALENTA, Osobnostni a socidlni vychova,
Kladno: Aisis, 2005.

21 Srov. Geoft PETTY, Moderni vyucovini, Praha: Portdl, 1996, s. 40.

22 Srov Vladimir SMEKAL, Pozvdni do psychologie osobnosti, Brno: Barrister & Principal, 2007, s. 33.

23 Srov. Victor J. DRAPELA, Pfehled teorii osobnosti, Praha: Portél, 1998, s. 158.

24 SMEKAL, Pozvini..., s. 33.
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napsal. Jak by tiplné vsechno zahodil s védomim, Ze md po Sichté a naprosto nemysli na to, Ze kdyz
ten text psal ve své sluji s nohama nahote, Ze toto vsechno proZival, dokonce intenzivnéji, nez jaky-
koli herec! VZdyt on by to nemohl napsat, kdyby nemél onu predstavu. Jenom onu predstavu viibec
nepouzivd. (...) Paradox autorského cteni nam tak ukazuje, Ze ke Ctent je tfeba navic jesté néco jiné-
ho nez pochopeni textu, nez srozuméni s autorem a pochopeni smyslu sdélent.

Disciplina autorské cteni je velmi podivuhodna. Podivuhodna tim, Ze artefakt vytvoreny ze sloho-
vych struktur je az sekundarnim jevem, primarni kvalitou je sdélnost autora konkrétniho textu.
Jadrem autorského cteni tedy neni psani, ale ¢teni: autorem vytvorena situace mezi nim a poslu-
cha¢em/posluchaci, kterd je zakladem pro dialog (dia-logos, srozuménti ,,skrz slovo, smysl®).

Ke kultivaci autorskych texti je proto tfeba texty ovéfovat verejné. Zatim se podarilo reflektovat
dlouhodobou zkusenost s dospélymi. Zejména se studenty pedagogickych obori (odkazuji timto
na ¢lanky S. Sudy, ktery shrnoval data ziskana od student z Jihoceské univerzity v ramci dlouho-
dobého studia tzv. experimentalni dramatiky).

Realizace autorského cteni u dospélych posluchact ma jednoducha pravidla: skupina studujicich
si své texty vzajemné Cte a komentuje nehodnoticim zptisobem. Posluchaci tak poskytuji autoro-
vi textu pozornost k tomu, aby na zakladé verejného jednani objevoval skrze vlastni text osobni
téma a hledal k nému potiebnou sdélnost. Pocate¢ni zadani je v ramci kurzt pro studenty désivé
volné. ,Piste, co chcete, délka textu, forma a zanr je na vasi chuti.“ Dospéli studenti vychovani
v pravidlech slohotvornych postupti byvaji obvykle naprosto konsternovani svobodou, ktera se
nabizi. Opakované se nam potvrzuje to, ze urcita struktura dava bezpeci — nékteri studenti radéji
voli klasickou ,,slohovku® (vod; stat; zavér) nebo se v radcich vyjadiuji k tizivému tkolu, Ze bez
konkrétniho zadani nemaji o ¢em psat. V postojich se objevuje i podrazdénost z nejednoznac-
nosti.*® Postupem casu ale vSeobjimajici strach obvykle mizi, studenti objevuji zdjem: ¢innost
samotna se stava hybnou silou k dal$im pokustm.

Bylo jasné, Ze ma-li byt preneseni discipliny autorské cteni do prostredi 1. stupné ZS tispésné, Zaci
mladsiho skolniho véku budou vyzadovat odlisny pristup, nez jaky byl zatim zazity u posluchact
vysokych skol.

V nasledujicich kapitolach se proto budu snazit popsat, jak se zakladni principy zminované dis-
cipliny dafilo prenést do prostiedi 1. stupné ZS (jako ur¢itd alternativa komunikac¢ni a slohové
vychovy) a s jakymi vysledky.

Objevovani autorského ¢teni na 1. stupni ZS

Jak jiz bylo feceno: zakladni instrukce autorského Cteni je oteviend, nenafizuje se téma, rozsah
textu, obsahové zaméteni ¢i zpusob pouziti stylistickych prostredki. Poté je text ¢ten ostatnim
posluchacim a na zakladé pozornosti od ostatnich se autor textu dozvida, jaké kvality jeho text
ma. Na zakladé zazitku z tohoto vefejného ¢teni poté posluchaci formuluji pisemné sebereflexe,
kterymi mapuji svou studijni cestu.

Béznou praxi zakladnich $kol je, ze komunika¢ni a slohova vychova je vyucovana nahodile dle
tematickych plant vyulujicich, popiipadé blokové. Pii tvorbé SVP jsme chtéli, aby autorské ctent

25 Vitézslava Ada FRYNTOVA, O paradoxu autorského ¢teni, in: HIC SUNT LEONES (O autorském herectvi), ed. Michal CUNDRLE,
Praha: AMU, Ustav pro vyzkum a studium autorského herectvi pfi katedre autorské tvorby a pedagogiky, 2003, s. 67.

26V ramci kvalifika¢ni préce (Josef NOTA, Dialogické jedndni jako moznost rozvoje osobnostnich dispozic ucitele. Ceské Budéjovice, 2014.
Disertaéni prace. Jihoceska univerzita v Ceskych Budgjovicich. Pedagogicka fakulta. Katedra pedagogiky a psychologie. Vedouci prace
doc. MgA. Stanislav Suda, Ph.D.) se ve vyzkumu ukazalo, Ze strach z nejednoznacnosti v zadani ukolu byl v osobnostni ptipravé na
pedagogickou profesi typickym faktorem pro absolventky stfednich pedagogickych $kol.
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bylo kondi¢ni véci, tedy aby se stalo nedilnou soucasti tydenniho rozvrhu.

Brzy jsem zjistil, Ze vyvojova charakteristika zak@i mladsiho $kolniho véku neumoznuje, aby byla
zékladni instrukce naprosto oteviena. Autorské teni proto v prostredi ZS realizujeme nasleduji-
cim zpusobem: ke konci vyukového tydne maji zaci prilezitost k vymysleni témat, které je samot-
né fascinuji. Ma uloha spociva v tom, aby naméty k textim: 1) byly tematicky dostatecné oteviené
a probouzely fantazii a chut ke psani; 2) vznikaly vyhradné z napada déti; 3) prochazely pedago-
gickou korekci jen v ptipadé, ze jejich potencial je eticky, mravné zavadny.

Prvni dva roky autorského cteni jsem déti nechaval, aby si hlasovanim zvolily jedno spole¢né téma
z nabizenych sepsanych moznosti. Zjistil jsem ovsem na zakladé rozhovort s rodici, Ze déti, které
hlasovaly pro téma jiné a musely se podridit tématu s nejvétsim poctem hlast, nepisi texty s ra-
dosti a se zajmem. Velmi se mi proto osvéd¢ilo nechat vybér konkrétniho tématu ze vsech nabize-
nych na jednotlivcich. Vétsina ,,pokrocilych® si jiz ,jede” téma vlastni bez ohledu na ta ,,oficialni’,
ktera se zformulovala spolec¢né. Vyuzivaji nabizenou autorskou svobodu k pokracovani pribéhda,
détem tak vznikaji celé kapitoly, které na sebe tematicky navazuji.

I v prostredi ZS se klade dfiraz na ideu, Ze zakladem a samotnym jiddrem takto vedenych setkéni je
nikoliv samotny napsany artefakt urceny ke zhodnoceni ucitelem, ale vefejné, hlasité ¢teni. Cilem
je ucit se poslouchat druhého, pokladat doplnujici otazky. Autofi texti se u¢i na doplnujici otazky
reagovat. Cinnost je sama o sobé zdrojem pro rozvijeni poslucha¢ské a ¢tenarské sdélnosti.
Autorské Cteni vyzaduje ¢as, v nasem pripadé skupina 12 déti potfebuje na soustfedéné setkani
nejméné dvé na sebe navazujici vyucovaci jednotky. I ty se ale dale rozdéluji na ,,oddechovy cas®
zpestfeny jinymi aktivitami (napf. zpévem autorskych pisni), protoze je empiricky znamo, Ze déti
mladsiho Skolniho véku nejsou schopné udrzet plnou pozornost celou formalni vyucovaci jed-
notku.

Kdyz bylo déti ve skole méné, motivoval jsem k prvnim autorskym pokustm i zaky, ktefi jesté
nebyli ¢tenarsky gramotni. O vybraném tématu hovorili ustné, pri¢emz si jako oporu pro své
myslenky kreslili obrazky do sesitu, poptipadé si vzali s sebou do $koly néjaky artefakt (hracku,
predmét). Vedl jsem je tedy jiz od 1. tfidy k tomu, aby se pokouseli v ramci svych moznosti vyjad-
fovat pred ostatnimi a poslouchat druhé — aby méli jiz od 1. tfidy zaklad k vefejnému, autorskému
jednani. Autorské Cteni jsem po 4 letech zacal praktikovat pouze s détmi 3.-5. ro¢niku, pricemz
hlavnim dtivodem byl zvysujici se pocet déti ve skupiné, jak se $kola zacala rozristat.

JelikoZ se na tyto hodiny pfipravuji doma, pro co nejvétsi smysluplnost téchto setkani jsem o po-
moc pozadal rodice zaki otevienym dopisem.?”’

27 ... Détiza své texty nejsou ve své podstaté hodnoceny, nebot kritéria kvalitniho textu se nedaji vyjadfit zndmkou (napt. Bozena Némcova
psala na jednicku, Alois Jirdsek na dvojku). Dostanou-li zndmku, je myslena pouze jako motivacni véc ... Nasim spole¢nym tikolem zde,
na 1. stupni ZS, je vzbudit u déti zdjem a davéru, Ze psét (a viibec formulovat vlastni myslenky pied ostatnimi) mohou (dité talentované
se miiZe stat spisovatelem, dité bez z4jmu a zklamané si mtize vztah k jazyku, literatute a &teni vytvatet v bezpeéném prostredi) ... Zak,
ktery tuto divéru ve své schopnosti nemd, zpocatku tento typ textu zfejmé viibec nenapise. Touto cestou prosim o velkou trpélivost
s ditétem, kterou si i ja sdm na sobé pii nasich hodinach testuji. Pokud ditéti text napisete a nadiktujete, zvladl jste zadani Vy, ale nikoliv
dité. Je to pro néj do budoucna jasnd informace, Ze nedostacuje a Vas pristé bude pottebovat. Ocitite se pak v za¢arovaném kruhu,
kdy (a nyni to berte s nadhledem) ,,kvuli uditeli, ktery si vymyslel néjakou blbost® se kazdy ¢tvrte¢ni vecer budete stresovat s tim, aby
ratolest néco napsala, aby ,,ucitel mél radost“ ... O to ale viibec nejde. Nejde nam o to, aby text ,,byl pékny*, ale aby ho dité napsalo
samo, protoZe ho to posunuje vpred, pak to ma cenu ... Jakpak na to? Zpocatku miize byt opravdu dité nad papirem nestastné, zvlasté
pokud si nevéri, Ze néco napsat samo miize. Na$im spole¢nym tikolem je ho povzbudit a dodat sebedtivéru. Zpoc¢atku moznd napise tfi
véty, coz je ohromné vzhledem k tomu, ze dffve nenapsalo viibec nic. Doporucuji dirazné dité netrapit nad papirem, ale ,,rozmluvit ho“
otazkami sméfovanymi k tématu, pokud mozno uplné pfirozené. Ono néco zformuluje — nedélejme si s tim zpocatku hlavu. Doporucuji
ditéti nevkladat do hlavy, v pfipadé téchto textd, vlastni myslenky. Naptiklad pokud mu v tématu ,,Kdybych byl na Marsu® feknete, ze

mimozemstani jsou pitomost, kterou si vymysleli ilenci, a neexistuji, dité Vase slova do textu odpapouskuje, ale v rimci vy$e zminéného

mu to nic nedd, nebot jste mu téma uzavieli. Dilezité je naopak ho povzbudit, aby napsalo, co si mysli - klidné s opfenim o Vase nazory

- ovSem cilem neni polemika na téma, jestli jsou mimozemstané. Nam jde o literdrni, autorsky, ditétem vymysleny text, ktery nemusi

odpovidat pravdé. Alois Jirdsek také napsal O kréli Jeéminkovi a J. R. R. Tolkien dokonce cely fiktivni svét. Je tfeba zminit k budoucim
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Ziskani prizné rodic¢a pro tento typ experimentalni vyuky bylo naprosto klicové: dulezity byl
opakovany dialog s rodici o filozofickém zazemi autorského ¢teni a o celkovych prinosech. Opa-
kované mi ovSem néktefi rodice sdéluji své obavy: ,,A nebude jim chybét to, ze poradné necvidi,
co je ,vypravéni“ a ,charakteristika®..? Tak tomu ale nenti: to, Ze se primarné nevénujeme nacviku
slohotvornych atvarti, neznamena, ze je uplné opomijime. Vyhodné ale zpravidla je, kdyz zakla-
dem k vykladu byva napred néjaky autorsky text, na kterém se poté da konkrétni slohotvorny
utvar snadno popsat.

V nasledujicich kapitolach bude reflexe zkusenosti s autorskym ctenim (hledani odpovédi na hlav-
ni vyzkumnou otazku) ilustrovana za pomoci pripadovych studii déti.

Priklad ¢. 1: bystré, svérazné dité s vybornym prospéchem

Pedagogické pozorovdni: od 1. tfidy naprosto samostatny, sam si iniciativné organizoval skolni praci
(v ramci malottidni skoly je nutné, aby cast Zdkii vZdy pracovala samostatné, zatimco pedagog se
vénuje skupiné druhé, napt. poddavanim vykladu nové ldtky). Vysledky excelentni.

V ramci nasi mdlotfidni skoly je akcent na podporu uceni mladsich déti détmi starsimi (Zdci 5. roc-
nikii doucuji napt. Zaky 2. tiid). Pti této ,,vyukové® cinnosti Martin postrddal potiebnou trpélivost.
Aktivné ale vztahy s ostatnimi nebudoval, nebyl za kazdou cenu kontaktni. V kolektivu déti velmi
obliben, v pedagogickém sboru také (vyrok teditele: ,,Spis chybi asi vic on mé, nez jd jemu.”), obdivo-
van za sportovni uspéchy. Maminka ho hodnoti jako zbytecné sebevédomého, mdlo pracovitého (,Vy
to ve Skole moznd nevidite, ale doma neudéld nic, neuci se, neptipravuje, flikd to.“). Disponovany
svérdznym, ironickym humorem.

Malottidni skolu opustil pred rokem s vybornym hodnocenim, pokracuje studiem na viceletém gym-
naziu.

Pokud se da povazovat disciplina autorské cteni za specifickou moznost k vlastnimu experimentu,
Martin této moznosti bezpochyby maximalné vyuzival.

Uz od 3. tfidy byl jednim z hlavnich inicidtor novych témat, jeho ¢teni téméf ihned ziskalo mezi
spoluzaky trvalou oblibu pro hravou teatralnost. Veskeré své texty ,,posadil do hlasu® (drzel bra-
ni¢ni hlasovou oporu) a poté Cetl absolutné bez stoupajici ¢ klesajici intonace. (Reditel: ,Kdyz
jsem vas slysel, jak ctete, byl jsem u vytrzeni, ale nad Martinem jsem Zasl. Obsahové tak zajimavy
text a ¢teny tak unyle a otravené, Ze se jednalo o vrcholny komedidlni vystup. Martina poslouchali
po celou dobu uplné vsichni. Drzel prosté svij styl.).

Ptiblizné po roce autorského cteni Martin zjistil, ze ho jeho ,bézné autorské texty” (tematicky
zamérfené, s jasnou déjovou linkou, dobfe vypointované) prestavaji uspokojovat a zacal si svij
predchozi, pred rokem objeveny autorsky styl planovité nicit. Napriklad napsal tii dlouhé véty,
pfi¢emz u slov protahnul samohlasky. Jednalo se vlastné o takové ,textové a Cteci excesy®, oviem
s veskerou vyraznosti Martinova prednesu se stavaly nesmirné popularni. A samozfejmeé i ostat-
nimi spoluzaky kopirované. Po mésicich mi volala Martinova maminka s obavami, ze Martinovo
psani uz postrada jakékoliv kvality jeho predchozi tvorby (,,Pise uz jen kraviny, ja ho asi za to
zabiju.“). Navrhnul jsem vyckavat. Po dalsich dvou mésicich zmizely prvoplanové teatralni vy-
stielky. Misto toho Martin zjistil, Ze civilnéjsi texty i pfednes mu davaji moznosti ve variovani
dramatiky a predev$im v tom, ze zacal citit potfebu psat pribéhy se silnou pointou. To realizo-
vat s kaspafenim nejde.

vizim, Ze u pokrodilych zaka se ale jenom s timto ,volnym psanim“ nespokojujeme, budte bez starosti. Budeme s vami, rodi¢i, déle vést
dialog a domluvime se na postupu, jak co nejlépe rozvijet tvorivost vasich déti ve zminované oblasti (...).
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Martin mi ukazal: 1) jakou vyhodu ma autorské cteni v momenté, kdy ma ,,tahouna®: nékoho,
kdo ostatni iniciuje k diskuzi, sam je originalni, sdélny a podnécuje tviir¢i skupinovou dynamikus;
2) mozny prediktovatelny vyvoj, ktery mohou autorské experimenty mit.

S Martinem jsem si uvédomil, Ze jadro autorského cteni neni v instrukci, kterou déti splni. Jadrem
je situace, kterou déti svym ctenim ostatnim vytvareji. V tomto byl Martin ohromny: mél ke
tvorbé vlohy, byl motivovany, a kdyz se mi dafilo ukocirovat i jeho pfirozené ironicky smysl pro
humor (ktery byl zejména pro mladsi déti tézko stravitelny), spoluvytvarel vstticnou atmosféru
bez bariér z falesnych emoci.

Priklad ¢. 2: zkuSenost s ditétem, které ma negativni zkusenost z predchozi
skoly

Evicka (9 let) pochdzi z tiplné rodiny, md dalsi 4 sourozence. Ze sdéleni rodicii: rodice umistili Evicku
do nasi skoly v 8 letech; nutnost zménit skolu zdiivodriovali tim, Ze Evicka byla na predchozi skole
nestastnd — jeji byvald tfidni ucitelka pry Evicku pretéZovala a vytykala ji neopodstatnéné margi-
ndlnosti. Zminéné pedagogické apely v diisledku vedly k tomu, Ze Evicka zacala somatizovat (byla
nemocnd dokonce i kazdy mésic). V nasi skole je druhym rokem, autorské cteni md (dle jejiho tvr-
zeni) rdda, v soucasné dobé protipandemickych opatient ji setkani s détmi pti cteni autorskych textii
moc chybi.

Evicka je v projevu extrovertni, bez obtizi komunikuje s dospélymi, pfi hie s détmi iniciativni, viidci.
Pti skolni prdci velmi aktivni, vikonovd motivace u ni ale nedominuje.

Kdy?z se Evicka seznamila s autorskym ctenim, zpocatku se opakované potiebovala ujistit, Ze sku-
te¢né muze psat sama za sebe (, A co kdyz to budu mit $patné?®). Jeji prvni texty byly vedeny
konven¢ni strukturou (tvod, stat, zavér). Po tfetim autorském cteni se v Evic¢inych textech ob-
jevila hlavni postava Simony. Z ni postupné udélala hlavni hrdinku dals$ich textd, po roce psani
pokracuje v jakémsi typu ,,romanového psani®, ve kterém Simona zaziva nev$edni dobrodruzstvi.
Kapitola o hol¢i¢ce Simoné, kterou si Evicka pripravuje na setkani autorského cteni, ma v soucas-
né dobé rozsah cca 3 strany A5 rukopisu.

Cteni velmi vyrazné, hlasité, na kazdé setkani se tési. Kdyz dava Evicka zpétnou vazbu spoluza-
kiim, je pfehnané kriticka a uvadi obsahové alternativy k obsahtim prectenych textu (,,Ja bych to
napsala jinak...“). Pfehnané kritickd i k vlastnim texttim.

Kdyz jsem Evicku vyzval, aby mi povidala, jaky vztah ma k autorskému ctent, ve vypovédi domi-
novalo srovnavani jeji byvalé a soucasné skoly:

Evicka: Jak jsem byla v minulej skole, psdt slohovky mé nebavilo, protoze jsme to (slohy) méli jen
nékdy. A pordd jsme slyseli, Ze to neumime a nemdme to psdt moc dlouhy. A nemohli jsme viibec
rict, co chceme. Kdyz jsem nastoupila do této skoly, tak se to zménilo. A zacalo bavit. O hodné vic.
Ja: Co ale znamend to ,nemohli jsme fict, co chceme*?

Evicka: Prosté - kdyz jsem néco psala, musela jsem to (zaddni) splnit. Napsat to pti hodiné. A kdyz
jsme to neméli tak, jak to presné ucitelky chtély, tak jsme prosté dostali pétky a bylo jim (ucitelkam)
jedno, co jsme chtéli my.

Ja: A Cetli jste si své texty vzdjemné?

Evicka: Ne, jen to ucitelka zkontrolovala a nechala to bejt.

Ja: A co se kontrolovalo?

Evicka: Zkontrolovala nam chyby - tedy pravopis — a potom kontrolovala, jestli jsme to udélali podle
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jejich predstav a tak viibec.”

Evicka si prilezitosti, kterou ji nabizi autorské ctent, uziva. Jeji pfipad mi pomohl v tom, abych si
zformuloval, jak hodnotici prostredi a tlak na pfredem zformulovany produkt mohou v soucin-
nosti blokovat potencionality, které v sobé déti mohou mit.

Priklad ¢. 3: zkuSenost se silné uzkostnym ditétem

Od 1. tridy se Pavel projevoval silné introvertné, tizkostné. Podle maminky mél jiz od raného détstvi
komunikacni obtize, které zacaly byt zietelnéjsi ndstupem do vzdélavacich instituci. Tézko sndsel
kritiku, na pripadny netispéch okamZzité reagoval placem, popripadé titékovou reakci (schovivini
pod stil, uték ze tiidy, vyhleddvani vikrytit). Mél jiz od 1. ttidy slaby vykon, podle feditele skoly byla
pricinou nizkd frustracni tolerance, zbytecné brzy se pfi feseni problémovych tiloh vzdaval, plakal
nad uilohami, nepracoval. S ohledem na evidentni studijni vlohy nebyl prvni dva roky ve své podstateé
vitbec klasifikovin, byl hodnocen pouze slovné.

Reditel skoly: ,,Ja myslim, Ze je zdzrak, Ze jsme ho neubili — Spatnymi znamkami i redlné - hned v 1.,
2. ¢i 3. tridé. Byl chytry, ale v zdsadé zoufale emociondlné nevyzraly. Pak ale ty svoje zdchvaty pldce
zacal zvldadat, bylo jich méné a méné. (...) Spoustécem toho place bylo prakticky cokoliv. Volali mi
i ze ZUS, jestli nemaji s brachou $patné rodinné zdzem.

V 5. ro¢niku Pavel zacal mit spontdnni zdjem o vyuku, ve Skolni prdci byl iniciativni, zacal mit
nadpriimérné vysledky. Podle individudlniho plinu vse zameskané dohnal. Jak glosoval feditel:
»Rodice jsem prvni ctyfi roky uklidrioval, ze se to poddd. Nastésti to klaplo.“

Do skupiny autorského cteni prisel ve 3. tridé. Je bézné, ze zpocatku zaci 3. ro¢niki sami za sebe
napisi maximalné 3-5 vét, nez objevi jistotu ve vyjadfovani a zjisti, Ze si mohou troufat, rozepsat
se a pri ¢teni své sdéleni ovérovat. Pavel se svymi tfemi vétami vydrzel cely $kolni rok. Navic:
premluvit Pavla k jejich precteni bylo narocné, nékdy se jesté pred autorskym ctenim schoval
pod stil a celou vyucovaci jednotku odmital vylézt. Maminka z nds byla nejzoufalejsi, vypravéla,
jak priprava téch péti vét je pro néj celodennim utrpenim a jak se boji, Ze bude muset své texty
¢ist pred ostatnimi nahlas. Na konci 3. ro¢niku nebyl vidét Zadny vyvoj — ve Cteni, ani v textech.
Ve 4. ro¢niku Pavel jen objevil strategii vedouci k tomu, aby nemusel ¢ist nahlas: daval své texty
k pred¢itani svym spoluzakim. Interpretoval jsem to jako dalsi z Pavlovych unikovych strategi,
kterou jsem podporovat nechtél. Pavla jsem do hlasitého ¢teni jeho textu pred ostatnimi spolu-
zaky nenutil, ale domluvil se s nim na alternativé: precte text jen nam, uciteliim. S tim problém
nem¢él, zfejmé tusil podporu. Kvalita texti ziistavala na nizké urovni, Pavel vlastné jen formalné
splnil pozadavek: mél mit néco napsano a mél to precist ostatnim. Pfili§ jsem si s timto stavem
nevédél rady - s rodici jsem se domluvil, Ze to tak zatim nechame...

V 5. ro¢niku se s Pavlem néco velmi podstatného zacalo dit. Pfiel za mnou, zda muze pristé mis-
to Cteni textu ostatnim spoluzakim promitnout na platné, co naprogramoval v jakési pocitacové
aplikaci. Jednalo se o trivialni ske¢: objevila se kreslena postavicka, které se vytvorila u st bublina
s textem, zahrala hudba a obraz skoncil. Oteviel jsem prostor pro diskuzi k Pavlovu autorstvi,
jako kdyby se jednalo o precteny text. A zacaly se dit véci. Pavlovi spoluzéci byli evidentné v $oku,
ze se Pavel aktivné projevil a nesetfili uznanim. Pavel nedal na sobé znat viibec nic, ale na pristi
hodinu pfinesl dalsi, podobnou naprogramovanou ¢rtu. Ale trochu delsi, podle maminky nad ni
stravil kolem 8 hodin svého ¢asu. Maminka méla hlavné obavu, co na to budu fikat, a zdalipak
Pavel zase od zadani neutikd. Ve mné naopak rostla nadéje, ze snad jen Pavel objevuje, jak si

28 Citovany uryvek s zakyni je z hloubkového nestrukturovaného rozhovoru ze dne 12. 6. 2020.
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zadani prizpusobit. Upfimné: ve své podstaté se nedalo nic ztratit - pfed zminénym promitanim
byl Pavel velmi vzdalen tomu, co je cilem i smyslem autorského cteni. Priblizné po mésici pous-
téni naprogramovanych postavicek se objevil dal$i milnik: animované postavi¢ce v programu dal
Pavel svou hlavu, elegantni zptsob, jak za sebe Pavel nechal v zastoupeni jednat. Kolem pololeti
5. ro¢niku bylo poslednim objevem Pavla nataceni vlastnich videi z prostfedi malomésta, kde Pa-
vel vyrista. Pavel se pasoval do role reziséra, nékdy ve svych scénkach sam hral. Ziskal pro svou
tvorbu nékolik kamarad, ktefi mu délali herce a komparz, natoceny material sam sesttihal, poté
poustél své rodiné a nam ve $kole na hodinach autorského cten.

Do této doby jsem mél odpozorované, ze autorské cteni v dobé mladsiho skolniho véku ma u déti
urcity vyvoj: od prvnich nestrukturovanych, plachych pokust, pres konvencni texty s Sablonovi-
tou strukturou, az po texty experimentalni, inven¢ni, osobni. Vyvoj mél i Pavel se svym typem
autorské tvorby, ktery si sam pro sebe objevil a pred ostatnimi ovéroval.

Pro mé jde o zjisténi, Ze hledani zpisobu vyjadreni a vlastni tvorby nemusi jit pfimou cestou
a nemusi jit pres disciplinu autorské cteni. Jsou jedinci, ktefi radéji stoji za kamerou nez pred ni.
Pavel opustil nasi $kolu minuly rok. Rozhodl se, Ze na zakladé zkusSenosti s jeho alternativnim
ptistupem k autorskému cteni (kdy spiSe autorsky natacel filmy) je jeho cilem stat se kameramanem.
Tak uvidime. Pavla maminka nam v poslednim rozhovoru jeho rozhodnuti potvrdila: ,,Nasel si
i $kolu a prosté chce.”

Priklad ¢. 4: zkuSenost s ditétem, které ma snizené studijni predpoklady

Z pozorovani feditele skoly: Marecek je ,vymodleny* chlapec narozeny do tiplné rodiny, md sestru
starsi o 5 let. V rodiné byl na tikor své starsi sestry velmi protéZovan.

Jiz u zdpisu do 1. tridy vykazoval zndmky emocni nezralosti, rodiciim byla citlivé sdélena predikce
moznych vyukovych obtizi, ptdli si ovsem tddny ndstup Marecka do skoly v jeho 6 letech. U Marecka
byly vZdy zjevné logopedické vady, které skola témér viplné odstranila v ramci zaplacené logopedické
prevence v jeho 10 letech (do té doby s nim rodice logopedii z vlastni viile i pfes doporuceni skoly
nenavstivili). Od zacdtku skolni dochdzky u Marecka dominovaly problémy dané emocni nevyzrdlosti
a snizenymi studijnimi predpoklady. Obsahy uciva hlavnich predmeétii chdpal pomalu nebo viibec,
komunikoval trividlné, pfi ndcviku cteni trpél oslabenou schopnosti analyzy/syntézy (v ramci
skolni druziny s nim pedagogové pracovali s materidly vhodnymi pro prevenci dyslektickych obtizi).
Rodice kvitovali navrhovanou moznost diagnostiky Mareckovych studijnich obtizi pedagogicko-
psychologickou poradnou, ndvstévu tohoto pracovisté ale nikdy nezrealizovali. Postupem casu
rodice zminéné pretrvdvajici obtize zacali bagatelizovat, poptipadé hledat priciny v nerozvinutych
motivacnich strukturdch (,Von je chytrej, ale nechce.”).

V kolektivu reagoval vznétlivé, popudlivé, neumél ptijmout netispéch. Za dobu povinné skolni
dochdzky na 1. stupni se ndm, pedagogiim, tiplné nepodatilo odbourat jeho zlozvyk tkvici v tom,
Ze na kazdou poloZenou otdzku otevrel tista dokofan a ziskdval cas na odpovéd tim, Ze odvétil
prodlouzenym ,,Cooooooo00?*. Evidentné psychomotoricky nadany, tatinek ho podporoval k hrani
fotbalu, kde mél velkou prileZitost zaZivat uispéch. Zajimavosti bylo prendseni nauceného neetického
jedndni z tohoto kolektivniho sportu do skolniho prostiedi (simulovdni zranéni pti venkovnich hrdch,
hysterické, verbalné agresivni hddky o spravnosti/nespravnosti pocindni druhych apod.).

Skolu opustil pred dvéma lety s dostatecnym prospéchem, skolni rok na 2. stupni v soucasnosti
opakuje.

Marecek nastoupil do skupiny autorského cteni od 3. tiidy a okamzité zacal nosit ,,slohovky®, tedy
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konvenc¢né strukturované prace ve stylu uvod/stat/zavér. Vétsinou se jednalo o vypravéni s jedno-
duchou pointou. I kdyz byl text psan Mareckovym pismem, Marecek bojoval s vylusténim sdéleni
skryvajiciho se mu ve vétach, minuty se vlekly, nez Marecek konecné precetl text, kterému i on
sam vibec nerozumél. Ten rozpor mezi tim, jak se Marecek bézné ustné vyjadroval a tim, co mél
v textu, svédcilo o naro¢né rodicovské intervenci. Ja: ,,Marecku, pomahala mamka nebo tatka?“
Marecek: ,,Co00000?“ Ja: ,Marecku, mluvim o tom textu, je napsan opravdu dobfe, jen by bylo
prima zlepsit ¢teni, abychom mu lépe rozuméli. Pomahal Ti s nim tatka nebo mamka?“ Marecek:
Voba.“

I pfes nékolik rozmluv s rodic¢i Marecka nad tim, Ze Marecek neni ode mne zZadnym zptisobem
klasifikovan a ze smyslem autorského cteni neni napsani pékného textu, ale skutecné cteni, které je
namétem k dialogu mezi détmi, autorské cteni ztistalo pro Marecka chvili, kdy nemohl jit ven, aby
si kopal do mice. Protektivni rodi¢ovska priprava texti pro Marecka byla analogicka s pfipravou
jeho svaciny na pravidelné fotbalové tréninky. Autorské cteni tak pro Marecka nikdy nebylo ani
autorské a vlastné se ani nejednalo o ¢teni s potfebnymi kvalitami. Asi k tomu nejvice chybéla
trpélivost na strané vsech zucastnénych.

Priklad ¢. 5: zkuSenost s citové deprivovanym ditétem

Bertikovi rodice se rozhodli, Ze syna nesvéti do péce méstské skole v misté jejich bydlisté. Diivodem
byla negativni zkusenost, kterou zazili, kdyz do této méstské skoly chodil Bertikiiv starsi bratr
(maminka: ,,Nechtéli jsme, aby i Bertik nosil domii jen pozndmky.©).

Rozhodli se proto, ze bude radéji Bertik kazdy den 15 km dojizdét do nasi skoly a bude v mensim
kolektivu. Bertikiiv bratr (v soucasnosti 17 let) byl do ndhradni rodiny adoptovdn jako prvni
ve véku cca 3 let, do té doby byl umistén v détském centru. Bertik byl témito nahradnimi rodici
adoptovan ptiblizné v dobé, kdy mu byl piilrok. Oba bratri (maji stejnou biologickou matku, riizné
biologické otce, vékové od sebe vzddleni 5 let) vykazuji i pres veskerou péci osvojitelii zndmky
hluboké citové deprivace.

V kolektivu dominantni, manipulativni, neoblibeny, v pfipadé slabé vnéjsi kontroly pedagogického
tymu mél sklony k asocidlnimu chovdni (napt. kdyz byl pozvan spoluzdkem na narozeninovou
oslavu, oslavenci ukradl penize, aby si koupil kofolu). Kdyz jsem ostatni cleny naseho pedagogického
tymu pozddal o volné vypravéni o Bertikovi, nebylo to snadné (feditel: V rozhovorech o Bertikovi
je nds pedagogicky tym mlcenlivy.). ,,Je to chvile, kdy ma vychovatel pocit, Ze soustavné selhdvd.
Vysttilis veskeré vychovné prostiedky, domlouvds, vysvétlujes, ale on Ti IZe. Situace jako na policii
u vyslechu. Nakonec se rozpldce, tak zjihnes. A za pét minut jdes zase fesit, komu ubliZil.
Bertikovi rodi¢e méli z volnosti, kterou dava prostor autorského cteni velkou starost: ,,My by-
chom potrebovali konkrétni, nezavadna témata. Jestli by to nevadilo, budeme mu do toho mlu-
vit. Hodné mluvit.”

Jako veskera Bertikova ¢innost, tak i Bertikovi texty byly podrobovany silné rodi¢ovské cen-
zufe z obayv, Ze se artefakt moralné zvrhne. Na nasich setkanich s autorskym ctenim je Bertik
predcital sice korektné, ale nezaujaté, odosobnéné. Jen tu a tam v nich totiz obsahové vystu-
povaly jeho velké vagné: zbrané, vale¢né nasili a skrytd fascinace sexismem. V rodicovsky cen-
zurovanych textech plné neutralné zabarvenych obsaht toho vlastné nebylo moc, co by Bertik
pro sebe mohl objevovat, jediné, co do textl proslo, byl Bertiktiv milovany rybolov. V paméti
mam tak spoustu Bertikovych texttl, ve své podstaté vSechny v $abloné: 1) Sel jsem v sobotu na
ryby; 2) chytil jsem kapra/lina/stiku/pstruha; 3) kapr/lin/stika/pstruh vazil a méfil tolik a tolik.
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A poté se Bertik pravidelné obhajoval, ze rybu opravdu chytil a Ze nelze.

Domnivam se, Ze pro Bertika by mohlo byt autorské cteni velmi, velmi objevnym polem moz-
nosti k tomu, aby sam zjistoval, co se to s nim vlastné délo a déje, jaké sily ho viibec dynamizuji
a ktera témata jsou pro néj aktudlni. Velkou pedagogickou otazkou pro mé zaroven jsou moz-
nosti, které nabizi bézna realita Skolni vyuky a sila zpétné vazby, kterou poskytuji déti mladsiho
$kolniho véku. Je mozné, ze kdyby dostal Bertik autenticky prostor a skute¢né by sam za sebe
autorsky psal a Cetl, asi bychom se vsichni divili - nejvice asi ja sam. Tolik odvahy jsem ale ni-
kdy nesebral.

Predbézné zavéry

Clanek je souddsti dlouhodobého zkoumdni fenoménu tzv. experimentdlni dramatiky. Z4-
mérem clanku bylo narativnim zptisobem zformulovat dosavadni pedagogickou zkusenost
s disciplinou autorské cteni v prostfedi malotfidni $koly. Pedagogicka reflexe v celém clanku je
prozatimnim materidlem pro formulovani povahy takto vedené, teprve vznikajici alternativni
vyuky, kombinuje teoreticka vychodiska a data z vyzkumu.

Vyzkum je stale v procesu a vznika na zakladé dlouhodobé pfimé interakce v pedagogické rea-
lité¢. Nevyhody tohoto typu zkoumani a limity vyzkumu jsou v samotné povaze kvalitativniho
zkoumani. Zavéry neni mozné zobecnovat a generalizovat.

Odpoveéd na hlavni a vedlejsi vyzkumnou otazku: zminované pripady détskych autorti textd
ukazuji, jak samotni aktéti k autorskému Cteni ptistupuji. Pri psani tohoto ¢lanku se ukazalo,
ze formulovat zku$enosti s autorskym ctenim neni mozné bez prihlédnuti k osobnostnim cha-
rakteristikdm déti a jejich konkrétnich projevii. Ukazalo se, ze do realizovani autorského cteni
v prostiedi malotfidni $koly svérazné intervenuji i rodice. Pedagogické zkusenosti z autorského
cteni tedy nejdou studovat jako izolované jevy. Uvedené ptiklady takeé ilustruji, Ze autorské cte-
ni nemusi byt jedina (a zaruc¢ené spravna) cesta k rozvijeni vytycenych kompetenci. Na rozdil
od dospélych potrebuji déti mladsiho skolniho véku zpocatku urcitou strukturu, napt. zadani
tématu. Ukazuje se déle, ze téma, které je Zivé, provokativni a méné jednoznacné, vede k in-
vencnim textam.

Ze ziskanych didaktickych zku$enosti je mozné zminit, ze zakladem pedagogické prace s autor-
skym ctenim je postupné pfenaseni garance za tvirci proces na subjekt edukace (texty nejsou
splnénim vnéjsiho pozadavku, ale radostnou moznosti k sebevyjadfeni zaki). Primarnim ci-
lem autorského cteni na 1. stupni se nesmi stat ,,hezky text® jako kone¢ny produkt urceny k jed-
nostrannému zhodnoceni vyucujicim, ale spolecné objevovani individudlnich témat hodnych
ke zpracovani, individualni ovéfovani osobitého autorského rukopisu bez ,,uméleckoidnich®
naplavenin a rozvoj divergentniho mysleni. Z pohledu pedagoga jde o sledovani cesty spolu
s zakem: ,,odkud-kam" se zak v textech vyviji. Diraz je kladen na sdélné zvefejnovani textu
ostatnim, tedy hlasité, civilni ¢teni s pfedstavou ¢teného.

Ze soucasného technologického pohledu na vzdélavani, ve kterém dominuje diiraz na zakovsky
vykon a efektivitu, jde o protipol efektivniho zptisobu pedagogické prace. Problémem je meto-
dicka nejednoznacnost a nepostihnutelnost zadnym z dostupnych objektivnich métitek.
Kultivace autorstvi (tedy cesty k vlastnimu textu, k sebevyjadfeni) chce ¢as a predevsim bez-
pecny prostor, jelikoz starosti o pfedem dany vysledek urceny k zhodnoceni vse jaksi ztézuji.
Pedagog garantuje vhodné podminky pro tyto experimenty s autorskymi texty: nehodnotici
prostiedi, respektovdni vyvojovych charakteristik zaka a individudlnich zvlastnosti. Ulohou
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pedagoga je dale probouzet vzajemny respekt k textim a postupné kultivovat zpétnou vazbu
tak, aby smérovala k vécnosti. S tim souvisi potfebna pedagogicka trpélivost a takt.
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Authorial Reading: Action Research in Pedagogical
Reality

Josef Nota

Abstract:

In a narrative way, the article presents the background of the events that led to the inclusion
of the discipline of authorial reading in the teaching of a particular lower basic school. The
initial assumption is that authorial reading can be a suitable alternative to the development of
key competencies in addition to the practice of stylistic units. Based on the obtained data, the
main goal is to formulate one’s own pedagogical experience at the school during an eight-
year practice with authorial reading. The secondary goal is to use case studies to illustrate the
ways in which specific students (and parents) can approach authorial reading.

Keywords: narrative research, pedagogy, authorship, personality, authorial reading, dialogue,
school

Research of Experimental Drama and Authorial Reading

Authorial reading was created as a psychosomatic discipline designed for the possibility of per-
sonal development of DAMU students in Prague (together with the integrating discipline of
dialogical negotiations with an internal partner). In the field of pedagogical training of future
teachers, V. Svec, S. Suda, and M. Matéjickova, for example, mention the specific contribution of
psychosomatic disciplines in their works.!

In the years 2005-18, the discipline of authorial reading was a part of personal development in
the study course ucitelstvi pro narodni s$kolu (Teaching for National Schools) at the Department
of Pedagogy and Psychology, Faculty of Education, University of South Bohemia in Ceské Budé-
jovice. Currently, with other subjects, it is the basis of personal education in the study course
Leisure Time Education at the Department of Education, Faculty of Theology, University of South
Bohemia in Ceské Budé&jovice. Research data are continuously published.?

The basic methodological basis for the study of authorial reading is a systematic, longitudinal
research of experimental drama. The study of experimental drama is based on the premise that
personality can be developed in dramatic play situations. These require (just as pedagogical situa-

1  Cf Milena MATEJICKOVA, Josef NOTA and Stanislav SUDA, Observing Qualitative Changes in Psychosomatic Condition, The New
Educational Rewiew 2/2011, pp. 147-161.

2 Cf.Josef NOTA and Stanislav SUDA, Hledéani spole¢nych znaka reflexi dialogického jedndni, in: Podpora zdravého psychického vyvoje
z aspektu ditéte a ucitele, ed. Jiti JOST, FrantiSek MAN and Alena NOHAVOVA, Praha: Eduko, 2013.
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tions) conscious, creative, reflected action in a ‘now and here’ situation. Qualitative methodology
procedures have proven successful in data collection. It is mainly the gradual writing of a story
about looking at phenomena in the experimental dramatic situation and beyond it. Up until
now, there are stories based on dozens of case studies which have been realised for several years,
hundreds of professional case studies, and thousands of written self-reflections.’ The core of the
narrative approach is the focus on the partial, personal, unique experience of the participant.
Meaning is generated by the participant. He connects various aspects of his life into a story.*

Research Problem and Research Questions

The intention arose on the basis of the current situation of school practice. Authorial reading in
the environment of a small school has not yet been studied: the aim of this article is to reflect upon
the pedagogical experience with authorial reading in the environment of a lower basic school
(6-11 year olds).

With regard to the aim of the study, the main question is: What is the current pedagogical expe-
rience with the discipline of authorial reading in the environment of a small school with multiple
year-group classes?

In accordance with current practice of qualitative research®the formulated secondary question is:
How will specific students (and parents) approach authorial reading?

Design and Research Method

The approach to research is driven by an effort to gain an integrated view of contextual logic.
The main research question is answered by a qualitative approach as the asked question seeks to
gain in-depth insight. This is done by describing cases, and by revealing some not entirely clear
phenomena.

The approach is based on procedures: 1) action research, as the topics are related to pedagogical
practice, the research process is a process of learning and change, and, in addition, research with
practice goes hand in hand; and 2) narrative research, which is a way of the explorer’s asking an
individual about his problem. Narrative research has become an integral part of qualitative re-
search. At the same time, the researcher builds a comprehensive, holistic picture, analyses words
and more extensive verbal and nonverbal units of meaning, captures the detailed opinions of
participants, and conducts studies in natural conditions. Cermak points out that while the re-
searcher loses expert status, validity, representativeness, simplicity, objectivity, determinism, etc.
in this type of research, he on the other hand acquires complexity, heterarchy, indeterminism, and
others.” In addition, the research will be enriched by the possibility of sharing, participatory-di-
alogical interpretation, and the credibility of the findings. The narrative mode is based on a con-
vincing representation of life experience.® A specific type of case study was also chosen to serve
as the research strategy, as the research concerns situations in which we ask the questions ‘How’

3 Cf.Stanislav SUDA, Experimentdini dramatika, Ceské Budéjovice: Nakladatelstvi Jihoceské univerzity v Ceskych Budéjovicich, 2017, pp.
227-238.

4  Cf Ivo CERMAK, Myslet narativné (kvalitativni vyzkum ,,on the road“), in: Kvalitativni vyzkum ve véddch o clovéku na prahu tetiho

tisicileti, ed. Ivo CERMAK and Michal MIOVSKY, Brno: Psychologicky ustav, 2002, pp. 19-25.

Cf. Roman SVARICEK and Klara SEDOVA, Kvalitativni vyzkum v pedagogickych véddch: Pravidla hry, Praha: Portl, 2007.

Ibid., pp. 69-71.

Cf. CERMAK, Myslet..., pp. 11-25.

Ibid., p. 16.
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and ‘Why’ certain phenomena happen, and over which we have only limited control.’ These are
certain unique cases that have been deliberately chosen to represent: a) the pupils’ relationship to
the discipline of authorial reading; and b) the possibility to reflect on the specific method of ped-
agogical intervention. The collection procedure had to be revised several times (for case studies
of specific pupils, it was necessary to verify the validity of the observational data by the process of
using other data, for example, to obtain statements from the pupils’ parents.)

The disadvantage was that the data from the case studies (due to the scope) had to be abridged for
the purposes of this article, which reduces the complexity of the resulting picture.

The names of the children were changed to preserve the ethical side of the research. The course of
the research was governed by the conditions of the field and was, at its core, participatory.

Research Data

The data are based on narrative interviews, participatory observation (especially field notes and
a pedagogical diary), unstructured interviews with pupils and their parents, mass discussions
with pupils, content analysis of authorial texts, and unstructured, in-depth interviews with
schoolteachers (school headteacher, two teachers), and case studies.

Research Quality and Interpretation Issues

Triangulation was used not in the context of efforts to strengthen the validity of the collected data
(by placing two different methods against each other) but in the second sense, that is, as a strategy
to support knowledge (by obtaining additional information).'* Participatory observation, nar-
rative interview, and interpretation of data obtained from colleagues were used to support the
findings."

The Beginning of the Story

The small village school in southern Bohemia where I am a teacher currently has (thanks to the
extensive reconstruction of the fourth classroom) 35 children and four permanent teachers. Since
2020, the building has also included a kindergarten. However, when I joined in 2010, the situation
was somewhat different. At that time, the school was attended by 12 children. There was only one
class and two teaching staff (myself and the school headteacher who had joined the year before
me). The starting conditions for my first real teaching practice were dramatic. The (then still)
one-class basic school had a desperate shortage of children (even the local people preferred to
send their children to other schools in the area). The reputation of the school was in a deplorable
state and its school curriculum was formally copied from another school.

Our entry situation was described by the school headteacher as follows: T was alone in this school
and I had just started, we fought against closure. We started with a small number of children. We
didn’t know at all what we were doing pedagogically, but we did what we were able to. It helped us
tremendously then that our school was discovered by parents who wanted a free alternative in the
area for their children. And that was small-class education with the opportunity to discuss decisions
a little bit (simply, to have a school with a functioning school board). The fact that we have some

9  SVARICEK and SEDOVA, Kvalitativni..., p. 105.
10 Ibid., p. 203.
11  Cf. Michal MIOVSKY, Kvalitativni pfistup a metody v psychologickém vyzkumu, Praha: Grada, 2006.
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prestige was known to us with great delay (we got the information from the school inspection). Until
then, I thought that we were just discussing ideas about education with parents (which were identical
with mine). A positive evaluation from the school inspection revealed the fact that our pedagogical
attitude has some support in the Czech school system.

With the arrival of new children from the surroundings, we began to grow pedagogically. Especially
the smarter children inspired us to form basic pedagogical attitudes. The point was that we gave them
space to learn and support. Then it was interesting to observe how they managed the study material
without us and to estimate where they needed help. But we wanted to limit our help so that students’
activities were not interfered with by adults. For example, we did not want them to work strictly
according to thematic plans as these are not completely binding in the pedagogical process (it is only
a key curriculum for teachers so that they do not get lost in pedagogical intervention and have some
lead). It was absolutely crucial for us to watch a particular child approaching the expected outcomes
in the 5™ year in an original, individual way. Our principle of pedagogical intervention has become
an individual approach in the sense of developing the whole person, supporting weaker students in
the area of school results, and protecting them from repeated experiences of failure, not hindering
talented students by anything and anyone. The idea has become and remains a happy child. For the
school, fundamental questions were how to make the pupil competent in the school environment
to such an extent that he will need teachers less and less in the sense of direct intervention (for
interpretation, command, instruction). That we will rather find a dialogue together’

During unstructured interviews with the school headteacher, I realised that we probably experi-
enced the maximum of pedagogical freedom and the resulting responsibility for the consequences
of pedagogical interventions for the first time at our pedagogical beginnings. It should be noted
that the vast majority of pupils had almost zero motivation to do schoolwork at the beginning.
Some of them had reduced study prerequisites as well. The initial inhospitable conditions proved
to be very advantageous. They encouraged my colleague and I to formulate basic ideas in a flash.
These ideas became the framework of formal documents (School Educational Programme - SVP).
From the very beginning, I was in charge of (in addition to other subjects) the management of
‘stylistic education’ for pupils in the 3%, 4", and 5" classes (7 children, approximately 8-10 years
old) at the mentioned school. Within the emerging pedagogical ideas, I tried an experiment with
authorial reading.

Problems of Stylistic Works

When beginning this, I had no real pedagogical experience with style and communication ed-
ucation. I had a vague idea that there is an educational area in the RVP (Framework Education
Programme) called ‘language and language communication. In this area, the student’s goal is to
acquire knowledge and skills applicable in practical life situations (he should become linguisti-
cally competent - grammatically and in writing).

When reading the common methodologies in textbooks for lower basic schools, I found the fact
that in spoken and written expression, the emphasis is more on mastering the basic stylistic units
(‘narration’ and ‘description’) than on the development of the aforementioned competencies. In
the methodological materials, simply said, it is primarily an exercise at first. Pupils acquire the
basic language resources for working with the curriculum and reproduce simple texts. What is
called a ‘style exercise’ is a rather marginal issue in textbooks. Its realisation (rehearsal) usually
starts in the 2™ grade, precisely through ‘stylistic exercises’ (stylistic exercises are further divided
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according to the methodological goal into inventive, compositional, stylistic, etc.).

At lower basic schools, pupils most often encounter supplementary exercises, for example: “‘What
was Snow White like? Choose the appropriate words from the menu and then write (...) Snow
White was as beautiful as... Her hair was as black as... Her skin was as soft as... Her eyes were...
and her mouth was... Use these words: silk, fairy, raven, charcoal.. .2

In the textbooks of the older date of publication, stylistic exercises are realised by various ‘chang-
ing’ types of examples, for example, to translate the text into the past. In current methodological
texts, ‘changing’ examples no longer appear so often because their contribution to the cultivation
of language skills is — at the very least — questionable.

We can also mention substitution exercises (‘Replace the following words with synonyms in the
text: they are inserted, rotated, removed, fade, maybe, serve’)!’ or model exercises, that is, explicit-
ly, it is an imitation (‘Create exercises about winter according to formulas: V1 but V2, V1 because
V2, V1 because V2 and V3’4

At the end of this methodological journey (from the 4™ year of lower basic school), ‘stylistic
exercises’ are traditionally studied. These exercises are defined by the authors of the materials as
a space for the pupils’ own invention. Pupils have the opportunity to work independently in the
creation of not only sentences but also whole units. The task is connected with the creation of the
text outline, the inclusion of direct speech, and with respect for the rules of the stylistic unit that
is being discussed. Personally, I think that the designated space for student invention is somewhat
overestimated there as stylistic exercises are again closely connected with the practice of formal
stylistic requirements, for example:

1) Which sentence units would you mark as the introduction?

2) Which sentence units do you consider to be the conclusion?

3) How would you call the part between the introduction and conclusion?

4) Can this part be more divided?

5) Build an outline of the entire narrative.

6) In the text, notice the sentences followed by exclamation marks - that is, exclamation
sentences. Find examples of such sentences and read them with the right intonation."

At middle schools (15-18 year olds), the same goal is usually pursued: to train the student in func-
tional stylistics, that is, in the creation of stylistic units (description, interpretation, reflection,
report). It is assumed (sometimes erroneously) that the student masters the appropriate stylistic
procedures in practice — that is, when writing texts.'

In general, any training develops a developmentally lower personality structure of an individual
than procedures requiring one’s own creation, imagination, and divergent thinking. However, the
aforementioned methodological structure can not only limit thinking, but also provide safety,
especially for younger students. Following the structured methodology of the aforementioned
textbooks is therefore safe for both the pupil and the teacher. The pupil knows what is expected,
and the teacher is not worried about what he wants from the pupils. In addition, there are objec-
tives for evaluation in the textbook template.

12 Eva HOSNOVA, Cesk)ﬁ jazyk pro 2. ro¢nik 78§, Praha: SPN, 2006, p. 82.

13 Jaroslava KOSOVA, Cesky jazyk - ucebnice pro 3. rocnik zdkladni $koly, Plzeti: Fraus, 2009, p. 50.

14 Tbid, p. 75.

15 Rudolf CECHURA, Hana STAUDKOVA and Miroslava HORACKOVA, Cesky jazyk pro 4. rocnik, Praha: Alter, 1996, p. 15.
16 Cf. Zbynék FISER, Tviirei psani, Brno: Paido, 2001, p. 29.
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However, it would be worthwhile for some relevant research to trace the implicit concept of style
teaching, and the perceived ‘higher quality’ in the texts seen by the teachers (as the student is
trained in functional writing and receives ‘style tools’ methodically. In essence, we anticipate (and
sometimes rightly) that a student does not have (and initially cannot have in a greater amount) an
aesthetic feeling. But everyone should be able to write a ‘style unit. Therefore, training lies, in fact,
in mastering the basic hints that the individual follows when writing from the beginning. Since
these hints relate to the structure of writing, this structure also leads to thinking (this is a con-
vergent way of solving problems). Therefore, it should not be entirely upsetting for anyone when
a group of students - independently — write a very similar work. This leads to a phenomenon that
teachers at basic school know very well (this concerns teachers of Czech language when they have
to correct graduation theses as well).

It is quite possible that the student will ‘find” himself when practicing stylistic exercises, and that
originality, individuality, and invention will somehow pop out through these exercises. The pupil
can (should) ‘plant’ something of his own in the acquired procedures. He will become the author.
Authorship can be that quality, and prototypes of ‘style units’ will disappear from the classes.
I believe that a potential critique of the approach requires caution: the process probably does not
depend on the methodology only, but also on the way the teacher works with the methodology.
The space given to students with creative potential by the teacher is crucial for the development
of creativity.”

In the curriculum of our school, the study course of Czech language and literature is a part of the
educational area ‘language and language communication. The content of the educational study
course of Czech language and literature has a complex character. For clarity, it is divided into
three components: communication and style education, language education, and literary educa-
tion. In teaching, however, the educational content of the individual components is intertwined.
In the process of creating the curriculum, the foundation (among other things) was the following
educational strategies aimed at developing key competencies:

independence, organisation of one’s own activity;

own judgment, initiative, creativity, responsibility;

communication skills, cooperation, teamwork;

learning about one’s own possibilities;

presentation one’s own results;

personal experience;

transition from frontal teaching to activating methods;

practical exercises;

observance of communication ethics (objectivity, listening, space for different opinions,
respect for original, unsuccessful, etc., opinions);

e the premise of coming to know oneself and relationships with others.

When creating SVP, I argued with the school headteacher about whether the time we spend prac-
tising and mastering stylistic units at the elementary school will:

1) respect the set educational strategies;

17 Cf. Josef NOTA, Experimentdlni dramatika: Autorské ¢teni u zakd na 1. stupni, in: Perspektivy vychovy a vzdéldvini v podminkdch
soucéasného svéta, ed. Miriam PROKESOVA, Ostrava: CPDS, 2017, pp- 89-94.
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2) be genuinely aimed at developing in particular (a) learning competencies, and b) social and
personal key competencies (working with a text; formulating one’s own opinion; critical
thinking; reading comprehension and working with text; using pupils’ interests; forming
one’s own opinions and their presentation; appropriate communication with classmates,
teachers, and other adults at school and out of school; discussing and listening to the
opinions of others).

For these reasons, we decided to include authorial reading as an alternative approach to commu-
nication and stylistic education.

In the following chapter, in order to understand the context, it is necessary to introduce this
discipline theoretically, and specify its two main differences from ‘creative writing.

The Phenomenon of Authorial Reading

In the 1990s, ‘creative writing’ or ‘authorial writing’ began to be promoted in the Czech Republic.
These terms can evoke authorial reading but they are different. With great simplification, we can
say that creative writing is primarily focused on the artifacts in art. The path to this artifact is ex-
ternally controlled by the application of methods or techniques: that is, through the work proce-
dures and instructions for creating texts in the given areas.'® The primary goal of creative writing
is the aesthetic quality of the text although formative influences on the personality of the author
of the text are also taken into account. Part of creative writing is self-reflection. Unlike authorial
reading, however, it is purposeful and has a predetermined goal. The aim of self-reflection is to
evaluate the process in creative writing. In the philosophy of creative writing, creativity is a fea-
ture that can be technically developed especially by the heuristic techniques focused on individual
stages of problem solving and their development." Concerning the approach, creative writing is
similar to drama education in the Czech environment.” Creative writing was created with drama
education at a similar time and both methods are influenced by the same behavioural approach to
the individual (personality can be formed from the outside methodically and technically).

Authorial reading differs from traditionally understood stylistic education and from creative
writing primarily due to the fact that it does not view students through the behavioural approach.
Behavioural pedagogical tendencies explain the dynamisation of an individual’s inner strength
by a mechanism: task > success > appreciation.” In this view, pedagogues are understood as
‘strategic managers’ who assign a task: a specific (educational) goal which should be evaluated
(according to various interchangeable criteria). Success in school situations is taken as the main
motivating factor. It gives students the confidence to repeat the activity and make a performance
according to the specified parameters. However, the behavioural view of the issue of pedagogical
activity is not broad enough at a time when the pedagogical emphasis is not on performance as
such (quantitative value), but on the development of such talents of pupils which are subject to
qualitative criteria. Typical (although somewhat thematically profaned and vague) is the declara-
tion of a pedagogical focus on pupils as such (on their personality), that is, not on their progress

18 Cf. FISER, Tviiréi..., pp. 25-35.

19 Pavla PAZDERNIKOVA, Tviirei psani a védeckd prdce. Brno, 2009. Dissertation. Masaryk University. Faculty of Arts. Department of
Information and Library Studies. Thesis supervisor PhDr. Zbynék Fiser, Ph.D., p. 29.

20 For example, Eva MACHKOVA, Metodika dramatické vychovy, Praha: IPOS ARTAMA, 1999; Josef VALENTA, Osobnostni a socidlni
vychova, Kladno: Aisis, 2005.

21 Cf. Geoff PETTY, Moderni vyucovdni, Praha: Portal, 1996, p. 40.
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(visible, measurable behaviour). The focus on the development of pupils’ personalities has become
the subject of many approaches that significantly affect the pedagogical reality (for example, in
the form of drama education or ethical education: disciplines and methods that are conducted as
complementary to the educational study course of RVP).

The aforementioned behavioural (pedagogical) approaches are very close to role theory. Their
specific feature is that their concept usually reduces the individual’s personality to ways of be-
having and experiencing (in these ways, the individual expresses his idea of what corresponds to
expectations related to certain life positions and situations).”* According to Drapela, in the view
of personality psychology, it would be the external frame of reference for the study of behaviour.
It allows the measurement and evaluation of behaviour as normal (coveted) or abnormal (person-
ality maturity is understood in terms such as ‘social adjustment’). However, personal freedom of
the choice is significantly limited by factors (external or internal).*

Authorial reading is contradictory in its conception to the abovementioned. Philosophically, it is
close to humanistic theories of personality in which no significant restriction of personal freedom
and choice by external or internal factors is proclaimed. A personality is the author of its deeds:
‘a person is a personality (to a corresponding extent) if his actions are based on himself, if they
express his knowledge, his experience, his skill and are not just mechanical imitations, copies of
a model.**

The second main difference is that the authorial reading is not primarily about a ‘nice text’ but
about discovering the message ‘through the text’ for the reader and the viewer in a specific situ-
ation. It is therefore primarily a matter of the individual’s own ability to discover (and apply in
a meeting with others) his creative potentials and to thematise his own message.

V. Fryntova explains the paradox of authorial reading accurately: the mere reading of an au-
thor’s text does not guarantee that the author is communicative in relation to the listeners. This is
not primarily about the genre quality of the text, nor the technique, but about the idea concerning
the read text:

How strange. After all, perhaps the author knows what he wrote, what he said, where it was. It is all clear
to him but we listeners of authorial reading usually do not hear that. How is that possible? A possible ex-
planation is that the author has already written the text. It feels like he threw everything away, knowing
that he is done. He does not think at all about the fact that when he was writing the text in his slum with
his feet up, he was experiencing all this more intensely than any actor! After all, he could not write it if
he did not have that idea. He just does not feel that idea right now. (...) The paradox of authorial reading
thus shows us that reading requires more than understanding the text, understanding the author, or
understanding the meaning of the message.”

The discipline of authorial reading is quite wonderous. It is so in the fact that the artifact created
from stylistic structures is a secondary phenomenon. The primary quality is the author’s ability to
give a message about a particular text. The core of authorial reading is therefore not writing but
reading: the situation created by the author between him and the listener(s) which is the basis for
dialogue (dia-logos, understanding ‘through the word, meaning’).

22 Cf. Vladimir SMEKAL, Pozvdni do psychologie osobnosti, Brno: Barrister a Principal, 2007, p. 33.

23 Cf. Victor ]. DRAPELA, Prehled teorii osobnosti, Praha: Portal, 1998, p. 158.

24 SMEKAL, Pozvdni..., p. 33.

25 Vitézslava Ada FRYNTOVA, O paradoxu autorského ¢teni, in: HIC SUNT LEONES (O autorském herectvi), ed. Michal CUNDRLE,
Praha: AMU, Ustav pro vyzkum a studium autorského herectvi pii katedre autorské tvorby a pedagogiky, 2003, p. 67.
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To cultivate authorial texts, it is therefore necessary to verify the texts publicly. So far, we have
managed to reflect upon the long-term experience with adults, especially with students of ped-
agogical disciplines (I hereby refer to the articles by S. Suda who summarised the data obtained
from students from the University of South Bohemia within the long-term study of experimental
drama).

The realisation of authorial reading with adult listeners has simple rules: a group of students read
and comment on their texts in a non-evaluative way. The students thus pay attention to the author
of the text. They help him discover a personal topic through his own text on the basis of public
attention. In this way, he can look for the necessary aspect in it - the ability to tell a message. The
initial assignment within the courses is absolutely without rules for students. “Write what you
want, the length of the text, the form, and the genre is entirely up to you. Adult students brought
up in the rules of stylistic procedures are usually completely dismayed by the freedom that is
offered. It is repeatedly confirmed to us that a certain structure gives safety — some students prefer
to choose the classic ‘stylistic work’ (introduction; body; conclusion) or say that without a specific
assignment they have nothing to write about and that such a task is difficult for them. In their
attitudes, they also express irritation due to ambiguity.*® But over time, the all-encompassing fear
usually disappears, and students discover interest: the activity itself becomes a driving force for
further attempts.

It was clear that if one wanted the successful transfer of the discipline of authorial reading to the
basic school environment, younger school-age pupils would require a different approach than the
one which had been used for university students.

In the following chapters, I will therefore try to describe how the basic principles of the men-
tioned discipline were successfully transferred to the environment of a basic school (as a certain
alternative to communication and style education). The results will also be introduced.

Discovering Authorial Reading at Basic School

As already stated, the basic instruction of authorial reading is open, that is, the topic, the scope
of the text, the content focus, or the way of using stylistic means are not ordered. Then the text is
read to other listeners. Based on the attention of others, the author of the text learns what quali-
ties his text has. Based on the experience of this public reading, students then formulate written
self-reflections. These then help them to map their study path.

The common practice of primary schools is that communication and style education is taught
randomly according to the thematic plans of teachers, or in blocks. When creating SVP, we want-
ed authorial reading to become an integral part of the weekly schedule.

I soon found that the developmental characteristics of younger school-age pupils does not allow
basic instruction to be completely open. Therefore, we carry out the authorial reading in the
primary school environment as follows. At the end of the school week, students have the oppor-
tunity to come up with topics that fascinate them. My role is to make the ideas for the texts: 1)
thematically open enough to awaken imagination and desire to write; 2) originate exclusively
from children’s ideas; 3) undergo pedagogical correction only if their potential is ethically, mor-
ally defective.

26  As part of the qualification work, (Josef NOTA, Dialogické jedndni jako moznost rozvoje osobnostnich dispozic ucitele. Ceské Budéjovice,
2014. Dissertation. University of South Bohemia in Ceské Budéjovice. Faculty of Education. Department of Pedagogy and Psychology.
Thesis supervisor doc. MgA. Stanislav Suda, Ph.D.) the research showed that the fear of ambiguity in the assignment was a typical factor
in the personality preparation for the teaching profession for graduates of middle pedagogical schools (15-18 year olds).
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For the first two years of authorial reading, I let the children vote for one common topic from
the offered written options. However, based on interviews with parents, I found out that children
who are voting for a different topic and then having to submit to the topic with the largest number
of votes do not write texts with joy and interest. Therefore, it was very useful for me to leave the
choice of a specific topic from the list to individuals. Most ‘advanced’ students already ‘have their
own way and their own topic, regardless of the ‘official’ topics (which were formulated together).
They use the offered authorial freedom to continue the stories. Thus, children create whole chap-
ters which follow each other thematically.

Even in the primary school environment, emphasis is placed on the idea that the basis and the
very core of such meetings is not the written artifact itself (intended for evaluation by the teacher)
but a public reading out loud. The goal is to learn to listen to the other, to ask additional questions.
The authors of the texts learn to respond to supplementary questions. The activity itself is a source
of the development of the listener’s and reader’s ability to give a message, to express oneself.
Authorial reading takes time. In our case, a group of 12 children needs at least two consecutive
teaching units for a concentrated meeting. However, these are also further divided into ‘rest time’
diversified by other activities (e.g., singing original songs) as it is empirically known that children
of younger school age are not able to maintain full attention during the entire formal teaching
unit.

When there were fewer children at school, I motivated students who have not yet read to try
their first authorial work. They talked about the selected topic orally. They also drew pictures in
a notebook (as support for their ideas), or took an artifact (toy, object) with them to school. I led
these students and helped them to try to express themselves in front of others and listen to others
within their possibilities — so that they would have a basis for public, authorial action from the 1+
grade onwards. After 4 years, I started practising authorial reading only with children in the third
to fifth grade. The main reason was the increasing number of children in the group as the school
began to grow.

As they prepare for these lessons at home, for the greatest possible meaningfulness of these meet-
ings, I asked the pupils’ parents for help using an open letter.”

27 ... Children are not evaluated for their texts as marks cannot express the quality of the texts (e.g., Bozena Némcova got As, Alois
Jirasek got Bs). If they get a mark, it is meant only as a motivational thing ... Our common task here, at primary school, is to arouse
children’s interest and confidence. We want to show them that they can write (and formulate their own ideas in front of others).
A talented child can become a writer. A disappointed child, or a child without interest can create a relationship with language, literature,
and reading in a safe environment. ... A student who does not have this confidence, i.e., who does not believe in his ability, will not be
able to write such a text. In this way, I ask for great patience with children. I also test my patience during our classes. If you write and
dictate a text to a child, it was you who have mastered the task, not the child. It is clear information for him in the future. He thinks
that his work is insufficient and that he will need you next time. Then you find yourself in a vicious circle. You stress yourself every
Thursday night because the teacher ‘came up with some stupid nonsense’ and your child has to write it right in order to ‘make the
teacher happy’. This should be, of course, taken with a detached view ... But that is not the point. We don't want the text to be ‘nice’
We want children to write it themselves as this moves them forward. Then it is worth it... How to do it? At first, a child can be really
unhappy about paper, especially if he does not believe that he can write something without help. Our common task is to encourage
him and give him confidence. He may write three sentences at first which is great (given that he has not written anything at all before).
I strongly recommend not to bother the child with blank paper. We should ‘talk to him first” using questions which are aimed at the topic
(completely naturally if possible). He will formulate something - let’s not worry about it at first. In the case of these texts, we should not
put our own thoughts into the child’s head. For example, there is the topic ‘If I were on Mars. If we say that aliens is a nonsense invented
by lunatics and that they do not exist, the child repeats our words and put them into the text. Within the above mentioned, though, it
will not give him anything. We closed the topic for him. What we should do is encourage him. Children should write what they think.
Their thoughts can be based on parents’ views but the aim is not to argue about the existence of aliens. We are talking about a literary,
authorial, child-invented text that may not correspond to the truth. Alois Jirdsek also wrote O krali Je¢éminkovi (King Barleycorn) and J.
R. R. Tolkien invented a whole fictional world. For the future, it is necessary to mention that we are not satisfied with this ‘free writing’
only. In case of advanced students, we will continue the dialogue with you, the parents, and we will agree on how to develop your
children’s creativity in this area the best (...).
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For this type of experimental teaching, it was absolutely crucial to gain the support of parents:
the repeated dialogue with parents about the philosophical background of the authorial reading
and about the overall benefits was important. However, some parents repeatedly tell me their
concerns: ‘Will they not miss the practice if they do not practise “storytelling” and “characteris-
tics”...2 However, this is not the case: the fact that we do not engage in the training of stylistic units
primarily does not mean that we completely neglect them. However, it is usually advantageous if
the basis for the explanation is an authorial text. Using such a text, a specific stylistic formation
can then be easily described.

In the following chapters, a reflection upon the experience of authorial reading (finding the an-
swer to the main research question) will be illustrated with the help of case studies.

Example no. 1: a bright, quirky child with excellent school results

Pedagogical observation: He has been completely independent since the 1** year. During his years at
our school, he has organised schoolwork on his own initiative (within a school with multi-year group
classes, it is necessary that some pupils always work independently while the teacher concentrates on
another group, for example, by giving an explanation of a new topic). He has had excellent results.
Within our school with multi-year group classes, there is an emphasis on supporting the learning
of younger children by older children (5™ year pupils tutor, for example, 2" year pupils). During
this ‘teaching activity, Martin lacked the necessary patience. However, he did not actively build
relationships with others, he put no real effort into being sociable. He was very popular in the group
of children, and with the pedagogical staff as well (statement of the headteacher: ‘I probably miss him
more than he misses me.). He was admired for his sports achievements. His mother evaluates him
as unnecessarily confident, and not very hardworking (‘You may not see it at school, but he does not
do anything at home, he does not learn, he does not prepare, he just hangs around.) He has a quirky,
ironic sense of humour.

He left the small-class school a year ago with excellent results. He continues his studies at a grammar
school, entering it at the earliest opportunity.

If the discipline of authorial reading can be considered a specific possibility for one’s own experi-
ment, Martin has undoubtedly made the most of this possibility.

He has been one of the main initiators of new topics since the 3™ year. At our school, his reading
almost immediately gained lasting popularity among his classmates for his playful theatricality.
He ‘seated’ all his texts in a specific voice (he used a particular breathing technique) and then read
wholly without any rising or falling intonation. (The headteacher: “‘When I heard you reading,
I was ecstatic. But when I heard Martin, I was amazed. It was the ultimate comedic performance
as he read such interesting text so annoyingly. Everyone listened to him the whole time. He just
kept his style.)

After about a year of authorial reading, Martin found out that his ‘ordinary authorial texts™ (the-
matically focused, with a clear storyline, well-pointed) ceased to satisfy him and began to destroy
his previous authorial style. For example, he wrote three long sentences, stretching the vowels
of the words. These were in fact ‘textual and reading excesses’ but, with all the expressiveness of
Martins performance, they became extremely popular. And, of course, it was copied by other
classmates. After a few months, Martin’s mother called me. She was worried that Martin’s writing
lacked any of the quality of his previous work (‘He only writes garbage, I'll probably kill him
for it’). I suggested waiting. After another two months, the original theatrical fads disappeared.
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Instead, Martin discovered that more decent texts and performances gave him more opportuni-
ties. He could make his drama more variable. In fact, he began to feel the need to write stories
with a strong point. It is not possible to do this while being a clown.

Martin showed me: 1) what the advantage of authorial reading is in the moment when there is
a ‘dynamic presence’: someone who inspires others to discussion, who is original, communica-
tive, and encourages creative group dynamics; 2) possible predictable development that authorial
experiments may have.

Thanks to Martin, I realised that the core of authorial reading is not in the instruction that chil-
dren follow. The core is the situation that children create for others by their reading. Martin was
excellent at this: he had a talent for creating, he was motivated, and when I was able to manage his
naturally ironic sense of humour (which was difficult to digest, especially for younger children),
he co-created a welcoming atmosphere without barriers of false emotions.

Example no. 2: experience with a child who has a negative experience from
a previous school

Evicka (9 years old) comes from a family with both parents and 4 other siblings. The parents’ statement
follows. The parents placed Evicka in our school at the age of 8. They justified the need to change the
school by saying that Evicka was unhappy at the previous school - her former class teacher overloaded
Evicka and criticised her for unimportant things unjustifiably. As a result, these pedagogical demands
led to the fact that Evicka began to somatise (she was ill as often as every month). She has been in
our school for two years; she likes authorial reading (according to her statement). Currently, due to
anti-pandemic measures, she misses meeting children while reading authorial texts.

Evicka is an extrovert in her speech, she communicates with adults without difficulty, she is proactive
and a leader when playing with children. She is very active in schoolwork but she is not particularly
motivated by her performance.

When Evicka became acquainted with authorial reading, she initially (and repeatedly) needed
to make sure that she could really write freely, in her way (‘What if I get it wrong?’). Her first
texts were guided by a conventional structure (introduction, body, conclusion). After the third
authorial reading, the main character of Simona appeared in Evicka’s texts. Little by little, she
made her the main heroine of other texts. After a year of writing, she continues with a kind of
‘novel writing’ in which Simona experiences an extraordinary adventure. Currently, the chapter
about the little girl Simona (which has been prepared by Evicka for the authorial reading meeting)
has a length of about 3 pages of A5 manuscript.

Her reading is very expressive, loud. She is looking forward to every meeting. When Evicka gives
feedback to her classmates, she is overly critical and presents content alternatives to the content of
the read texts (‘T would write it differently...). She is excessively critical of her own texts.

When I asked Evicka to tell me about her relationship to authorial reading, her statement was
dominated by a comparison of her former and current schools:

Evicka: When I was in my last school, I did not enjoy writing stylistic works because we only had it
(the subject) sometimes. And we always heard that we could not do it and that we wrote it too long.
And we could not say what we wanted at all. When I started the new school, these things changed.
And I started having fun. Much more.

Me: But what does ‘we could not say what we wanted’ mean?

Evicka: Simply — when I wrote something, I had to complete it (assignment). I had to write it during
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the class. And when we did not have it the way the teachers wanted it, we just got an F and they
(teachers) did not care what we wanted.

Me: And did you read your texts to each other?

Evicka: No, the teacher just checked it and let it go.

Me: And what was checked?

Evicka: She checked it for mistakes, like spelling. And then she checked it to see if we had done it
according to her assignment and so on.*

Evicka enjoys the opportunity offered by authorial reading. Her case helped me to formulate how
the evaluation environment and pressure on pupils (to make a pre-formulated product) can work
together in order to block out the potential that children may have.

Example no. 3: experience with a very anxious child

Since the 1 year, Pavel has shown anxiety, he has been strongly introvert. According to his mother,
he has had communication difficulties since a young age. It became more apparent when he entered
educational institutions. He found it difficult to tolerate criticism, and immediately responded to
a possible failure by crying or escaping (hiding under a table, escaping from class, searching for
shelters). He has had poor performance since the 1* year. According to the school headteacher, the
cause was low frustration tolerance. He gave up unnecessarily early when solving problem tasks,
cried over tasks, and did not work. With regard to his obvious study talents, he was not evaluated at
all in the first two years, he was evaluated only verbally.

The headteacher of the school: ‘I think it is a miracle that we did not kill him - with bad grades
and generally - right in the 19, 2", or 3" year. He was smart but, in fact, desperately emotionally
immature. But then he began to manage his bouts of crying, there were fewer and fewer of them.
(...) The trigger for that cry was practically anything. They also called me from ZUS (Elementary Art
School) as to whether he and his brother had a bad family background.

In the 5™ year of school, Pavel began to have a spontaneous interest in learning. He was proactive in
his schoolwork, he began to have above-average results. According to his individual plan, he caught
up with everything he had missed. As the headmaster said: ‘For the first four years, I was trying to
reassure his parents that it would be alright. Fortunately, it went that way.

He joined the authorial reading group in his 3™ year. It is common for first-year children to in-
itially write a maximum of 3-5 sentences only before they discover certainty in their expression
and find out that they can dare, get into writing practice, and verify their message while reading.
Pavel lasted with his three sentences the whole school year. In addition, persuading Pavel to read
them aloud was difficult. Sometimes even before the authorial reading he hid under the table and
refused to come out the whole teaching unit. His mother was the most desperate of all of us. She
was describing to us how the preparation of the five sentences was a day-long suffering for him
and how he was afraid that he would have to read his texts aloud in front of others. At the end of
the 3™ year, no development was seen — neither in the reading nor in the texts. In the 4™ year of
school, Pavel discovered a strategy which helped him to avoid reading aloud: he let his classmates
read his texts. I interpreted it as another of Pavel’s escape strategies that I did not want to support.
I did not force Pavel to read his text aloud in front of his other classmates, but I agreed with him
on an alternative: he would read the text only to us, the teachers. He had no problem with that
as he probably presumed support. The quality of the texts remained at a low level. Pavel formally

28 'The quoted passage is from an in-depth unstructured interview with the student on 12" June 2020.
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tulfilled the requirement only: he had something written and he had to read it to others. I did not
know much about this condition - I agreed with his parents that we would leave it this way for
now. ..

In the 5" year, something very significant began to happen with Pavel. He came to ask me if
he could show something instead of reading. He had programmed something using a computer
application and he wanted to show it to other classmates on a screen. It was a trivial sketch:
a cartoon character. A text bubble was formed at his mouth, music played, and the image then
ended. I opened a space for discussion about Pavel’s authorship as if it was a read text. And things
started to happen. Pavel’s classmates were obviously shocked that Pavel was active and praised
him for it. Pavel did not show anything at all. For the next class, though, he brought another,
similarly programmed feature. It lasted a little longer. According to his mother, he spent about 8
hours of his time working on it. His mother was mainly worried about what I would say about it
and whether Pavel was not running away from the assignment again. On the contrary, there was
a growing hope in me that perhaps Pavel was discovering how to adapt the assignment. Honestly,
in essence, nothing could be lost — before the mentioned screening, Pavel was very far from the
goal and meaning of authorial reading. After about a month of using the programmed characters,
another milestone appeared: the animated character in the program was given Pavel’s head. It was
an elegant way for Pavel to act on his own behalf. Around the first half of the 5% year, Pavel’s last
discovery was in filming his own videos from the environment of the small town where Pavel was
growing up. Pavel played the role of director, sometimes playing himself in his scenes. He made
several friends who helped him with his work (they acted as actors and extras for him). He edited
the recorded material himself. Then he released it and showed it to his family and to us at school
during the authorial reading classes.

I have noticed that authorial reading at a young school age has a certain development: from the
first unstructured, shy attempts, through conventional texts with a template structure, to experi-
mental, inventive, personal texts. Pavel has developed as well through his type of authorial work
which he discovered for himself and verified in front of others.

For me, it is a finding that the search for a way of expression and one’s own work does not have to
go the direct way and does not have to go through the discipline of authorial reading. There are
individuals who prefer to stand behind the camera than in front of it. Pavel left our school last
year. He decided that based on his experience with his alternative approach to authorial reading
(where he preferred to make films as an author), his goal is to become a cameraman. So, we will
see. In our last interview, Pavel’s mother confirmed his decision to us: ‘He also found a school and
he just wants to do it!

Example no. 4: experience with a child who has reduced study prerequisites

From the observation of the school headteacher: Marecek is a ‘prayed out’ boy born into a family
with both parents. He has a sister who is 5 years older than him. He has been greatly favoured in the
family at the expense of his older sister.

At the school enrolment, he showed signs of emotional immaturity. His parents were sensitively told
about the prediction of possible learning difficulties but they wished Marecek to start school properly at
the age of 6. Marecek had obvious speech therapy defects which the school almost completely remedied
as part of paid speech therapy prevention at the age of 10 (until then, his parents had not visited
speech therapy with him despite the school’s recommendations). Since the beginning of schooling,
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the problems of the given emotional immaturity and reduced study preconditions have dominated.
He understood the contents of the main subjects slowly or not at all, communicated trivially, and
suffered from a weakened ability of analysis/synthesis during reading practice (within the school
group, teachers worked with him using materials suitable for the prevention of dyslexic problems).
The parents acknowledged the proposed possibility of diagnosing Marecek’s study difficulties with
a pedagogical-psychological counselling centre but they never paid a visit to this workplace. Over
time, the parents began to downplay these persistent difficulties, or to look for causes in undeveloped
motivational structures (‘He is smart but he does not want to.).

He reacted irritably and in the group of children; he could not accept failure. During the period of
compulsory schooling at the elementary school, we educators did not completely break down his bad
habit of opening his mouth wide to every question asked and gaining time to answer by saying an
extended ‘Whaaaat?’ He has been evidently physically gifted, and his father encouraged him to play
football where he has had a great opportunity to experience success. An interesting thing was the
transferring of the learned unethical behaviour from this collective sport to the school environment
(simulation of injuries during outdoor games, being hysterical, verbally aggressive arguments about
the correctness/incorrectness of the actions of others, efc.).

He left school two years ago with E grades, he is currently repeating the school year at the first level
of secondary school.

Marecek joined the group of authorial reading in his 3" year and immediately began bringing ‘sty-
listic units; that is, conventionally structured works in the style of introduction-body-conclusion.
Mostly, it was a story with a simple point. Even though the text was written in Marecek’s handwrit-
ing, Marecek struggled to decipher the message hidden in the sentences. It took him a long time to
read his text which he himself did not understand at all. The discrepancy between Marecek’s usu-
al oral expression and what he had in the text testified to a strong parental intervention. Me:
‘Marecek, did Mum or Dad help you?” Marecek: “‘Whaaat?’ Me: ‘Marecek, I am talking about the
text, it is written really well, it would just be nice to improve the reading so that we can understand
it better. Did Dad or Mum help you with it?” Marecek: ‘Both of them’

Despite several conversations with Marecek’s parents about the fact that Marecek is not classified
in any way by me and that the purpose of authorial reading is not to write a nice text but a real
reading (which is the subject of dialogue between children), authorial reading remained a time
when Marecek could not go out and kick the ball. The protective parental preparation of texts for
Marecek was analogous to the preparation of his snack for regular football training. Authorial
reading was never authorial for Marecek, and, in fact, it was not even reading with the necessary
qualities. The most lacking quality was probably patience (on the part of all involved).

Example No. 5: experience with an emotionally deprived child

Bertik’s parents decided not to enrol their son for studies in the town school in their place of residence.
The reason was the negative experience which they had when Bertik’s older brother went to this city
school (mother: ‘We did not want Bertik to bring home only reprimands.).

They therefore decided that Bertik would rather commute 15 km to our school every day and would
be in a smaller social group. Bertik’s brother (currently 17 years old) was the first to be adopted into
a foster family at the age of about 3 years. Until then, he was placed in a children’s centre. Bertik was
adopted by these parents when he was around six months old. Both brothers (they have the same
biological mother, different biological fathers, and their age difference is 5 years) show signs of deep



145 ;820 CCJng/Seri’rc:s

emotional deprivation despite all the care of the adopters.

In the group of children, he was dominant, manipulative, unpopular. If there was a weak external
control of the pedagogical team, he had a tendency to antisocial behaviour (for example, when
Bertik was invited by a classmate to his birthday party, he stole money from him to buy a soft drink
called Kofola). When I asked the other members of our pedagogical team to talk about Bertik, it
was not easy (headteacher: In the conversations about Bertik, our pedagogical team is silent.). ‘It
is a time when the educator feels that he is constantly failing. You use all the means of education.
You try to discuss, to explain, but he lies to you. Such a situation reminds me of the police during an
interrogation. Eventually he cries so you become soft. And in five minutes, you are going to deal with
someone who was hurt by him again

Bertik’s parents were very worried about the freedom that the authorial reading space gives: “We
would need specific, harmless topics. If he does not mind, we will discuss it with him, a lot’

Like all of Bertik’s other activities, Bertik’s texts were subjected to strong parental censorship.
His parents feared that the artifact would be morally defective. At our meetings with authorial
reading, Bertik read his texts correctly, but impartially, impersonally. Only here and there did his
great passions appear in his content: weapons, war violence, and a hidden fascination with sex-
ism. In the censored texts (full of neutral content), there was not much that Bertik could discover
for himself. The only thing that went through the texts was Bertik’s beloved fishing. I have a lot
of Bertik’s texts in my memory. In essence, all of them were of a template: 1) I went fishing on
Saturday; 2) I caught carp/tench/pike/trout; 3) The carp/tench/pike/trout weighed and measured
such and such. And then Bertik regularly defended himself that he really caught the fish and that
he was not lying.

I think that authorial reading could be a extremely revealing field of possibilities for Bertik. He
could find out for himself what is happening, what forces are dynamising him, and which topics
are current for him. At the same time, the big pedagogical question for me is the possibilities
offered by the common reality of school teaching and the power of feedback provided by younger
school-age children. It is possible that if Bertik were given an authentic space and would actually
write and read by himself as an author, we would probably all be surprised — myself the most. But
I have never had that much courage.

Preliminary Conclusions

The article is a part of a long-term study concerning the phenomenon of experimental drama. The
aim of the article was to formulate the current pedagogical experience with the discipline of au-
thorial reading in a small-class school environment in a narrative way. The pedagogical reflection
in the whole article is an interim material for formulating the nature of this emerging alternative
teaching. It combines theoretical background and research data.

Research is still in the process and it is based on a long-term direct interaction in pedagogical
reality. The disadvantages of this type of research and the limits of research are in the very nature
of qualitative research. Conclusions cannot be generalised.

The answer to the main and minor research questions: the mentioned cases of children’s authors
of texts show how the actors themselves approach the authorial reading. When writing this article,
it turned out that it is not possible to formulate experience with authorial reading without taking
into account the personality characteristics of children and their specific manifestations. It turned
out that parents also intervene in a unique way in the implementation of authorial reading in the
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environment of a small school with multiple year-group classes. Thus, pedagogical experience
from authorial reading cannot be studied as an isolated phenomenon. The above examples also
illustrate that authorial reading may not be the only (and guaranteed correct) way to develop the
set competencies. Unlike adults, younger school children initially need some structure, such as
a topic assignment. It also turns out that a topic that is lively, provocative, and less unambiguous
leads to inventive texts.

From the acquired didactic experience, it is possible to mention the fact that the basis of pedagog-
ical work with authorial reading is the gradual transfer of responsibility for the creative process
to the subjects of education (texts are not a fulfilment of an external requirement but a joyful
opportunity for students to express themselves). The primary goal of authorial reading at the
lower basic school level must not be a ‘nice text’ (as a final product intended for evaluation by
teachers only) but the joint discovery of individual topics worth processing, individual verifica-
tion of a distinctive author’s style without ‘artistic’ uselessness, and the development of divergent
thinking. From the pedagogue’s point of view, it is a matter of following the path together with
the pupil: from where to where’ the pupil develops himself in the texts. Emphasis is placed on the
communicative publication of the text to others, that is, an out-loud, natural reading with the idea
of the read material.

From the current technological point of view of education, in which the emphasis on student
performance and efficiency dominates, it is the opposite of an effective way of pedagogical work.
The problem is methodological ambiguity and the inability to make it objective. It cannot be
presented by any of the available objective measures.

The cultivating of authorship (that is, the path to one’s own text, to self-expression) takes time and,
above all, a safe space as there is wariness about a predetermined result intended for evaluation.
This somehow makes everything difficult.

The pedagogue guarantees suitable conditions for these experiments with authorial texts:
a non-evaluative environment, respect for the developmental characteristics of pupils, and in-
dividual peculiarities. The role of the teacher is to further awaken mutual respect for the texts
and gradually cultivate feedback so that it leads to objectivity. Related to this is the necessary
pedagogical patience and tact.
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Autorské cteni jako fenomén osobnostni vychovy
Stanislav Suda

Abstrakt:

Autorské Cteni jako fenomén osobnostni vychovy — cilem ¢lanku je poukazat na Sirsi peda-
gogické souvislosti psani plvodné uméleckych autorskych text(. Predstavi v SirSim pojeti
dlouhodoby kvalitativni, participativni a partnersky vyzkum experimentalni dramatiky, jehoz
soucasti je i autorské cteni. Dale ilustruje moznosti psanych sebereflexi jako kontrolni zpétné
vazby pedagogického procesu z pohledu osobnostni vychovy. Nastifiuje moznosti kultivace
sebereflektovani na zakladé zazitku fenoménu autorského ¢teni v rdmci osobnostni vychovy.

Klicova slova: pedagogika, osobnostni vychova, autorské ¢teni, dialog, sebereflexe

Uvodem

Experimentalni tvorba na zakladé autorského cteni probiha na Katedfe autorské tvorby DAMU
v Praze diky jejimu zakladateli Ivanu Vyskocilovi od roku 1994. V uvahach o vyzkumném zhod-
noceni byla v ramci $ir§iho vyzkumu experimentalni dramatiky' tato disciplina zafazena jako
jedna z moznosti osobnostni vychovy na Katedfe pedagogiky a psychologie Pedagogické fakulty
Jihoceské univerzity v Ceskych Budé&jovicich. Posledni dva roky je spolu s filosofii pro déti a expe-
rimentalni dramatikou zakladem osobnostni vychovy oboru pedagogika volného ¢asu na Katedre
pedagogiky Teologické fakulty Jihoceské univerzity v Ceskych Budéjovicich.

Prvni kapitola tohoto ¢lanku je narativni, autobiograficka. Jejim cilem je poukazat na $irsi peda-
gogické souvislosti psani pivodné uméleckych autorskych texta.

Motivace ke studiu autorského ¢teni

Na zakladni §kole jsme méli za tfidni ucitelku skutecnou pani kantorku. Zdiraziuji pani kantor-
ku. Byli jsme Zaci tfidy vybérové a nasi pani ucitelkou Laskovou honéni. Kladla na nas naroky
a my veédéli, Ze to s nami ,Lajda“ mysli dobfe - jako cestinarka, jako anglictinarka, jako tfidni,
jako ¢lovék. Do jejtho umrti jsme se s ni pravidelné schazeli a jako jeji Zaci se pravidelné schazime
dodnes. Nejcastéji na ni vzpominam, kdyz se fe¢ sto¢i na slohové prace. Psat slohové prace byla
radost. Velmi nas podporovala k Zivé feci, k tomu, abychom nebyli formalni. Pamatuji na spoustu
chvil, kdy jsme s nad§enim poslouchali vytvory spoluzaka. Jak nas doslova nutila do dramatickych

1 Srov. Stanislav SUDA, Psychosomatické discipliny v pfipravé uditeld, in: Psychosomatické discipliny v pripravé pedagogii, ed. Pavla
VALACHOVA, Brno: Paido, 2008, s. 49.
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situaci, primych feci a dialogl ve vypravéni. Jakou radost ji udélal jeden spoluzék perfektnim
popisem rozebraného televizoru, zaroven vyli¢enim opravare, véetné jim nedopitého piva vedle
ptistroje. Psat ,,slohovky“ byla vlastné vyzva. A také radost. Kdyz jsem se dostal na gymnazium,
domnival jsem se, ze tenhle prostor diky gymnazialnim kantortim rozsirim daleko vic.

Prvni slohovou praci jsem celkem pochopitelné psal na téma vypravéni zazitkd z prazdnin. I na-
psal jsem ji plnou primych feci, expresivni, dramatickou, o vyleté kamaradd na kolech - uplné
jsem jasal, jak se mi vydarila. A dostal jsem za tfi minus. Neuvazené jsem totiz pouzil slova jako
- »preletél riditka® V pfimé reci jsem nadaval slovy — ,ty osle! A viibec, na studenta prvniho
ro¢niku jsem byl néjak podezfele uvolnény a moc akéni. Ve druhé praci jsme méli za kol napsat
ptibéh z cerné kroniky. Psal jsem o bezstarostné jizdé mladika, ktery se sam pred sebou predvadi
v novém auté. Na oleji dostane smyk a porazi déti. Ve ¢trnacti letech jsem se vydal ze veho -
doma se to libilo, ve $kole jsem to o prestavkach s uspéchem predcital. Jen pani kantorka mé po
prvnich vétach zastavila a nesmél jsem praci docist. Nemtizu prece prednaset zacatek s takovou
lehkosti, kdyz je na konci smrt. Nezmohl jsem se na slovo. Ve ¢tvrtaku jsem jiz psal o své rodné
Plzni, kde v sadech na lavickach sedi mladi lidé, ktefi lasku budou teprve poznavat. A na né se
s pochopenim divaji diichodci, babicka s dédeckem, ktefi se v zafi zapadajiciho slunce drzi, taktéz
sedice na lavicce, za ruku. Jedna podtrzend, maturita na vyborné. Shodou okolnosti byl manzel
mé tridni ze zakladni Skoly cestinafem na stejném gymnaziu. Pri setkdni jsme se moc pobavili.
Vypravél, jak tajné napsal slohovou praci za svého syna a od téze pani profesorky dostal ¢tyrku.
Pani vlastné nebyla zI4, jen zila samotarsky, nékteré jeji nazory byly jaksi tzkoprsé a zila zkratka
svyj zvlastni zivot. Vzdycky, kdyz si na to vzpomenu, mi to jiz pfijde usmévné, roztomilé. A v té
usmévnosti a roztomilosti si uvédomuji, ze jsem pak od maturity deset let nic nenapsal. A kdy-
bych na DAMU nepotkal profesora Vyskocila, uz bych pravdépodobné v zivoté nic napsat ani
nezkusil. Na pani ucitelku se viibec nezlobim, chapu ji. A dokonce se sam sobé snazim vsugero-
vat, ze mné to urcité k né¢emu bylo. Ale takhle jsem si to skute¢né nepredstavoval, takhle jsem to
nechtél a nikomu nepral.

Nejzajimavéjsi vsak bylo, ze vét§iné spoluzakti na gymnaziu takové myslenky viibec nebézely hla-
vou. Byli zvykli psat slohy na znamky. Tusili, co ,,se ma“ napsat. A uz byli zakladni skolou vycvice-
ni k tomuto zpasobu vyuky. Védéli presné, Ze sloh je vlastné docela nezabavna povinnost, ktera se
musi jen vydrzet. Nikdy spoluzakiim necetli svoje prace, a pokud ano, pak formalné. Téma vzdy
zadané, rozsah stanoven a k tomu osnova: Gvod, stat a zavér (coz témér vsichni konstruuji az po
napsani). Znamkuje ucitel, vy ani véts$inou nevite, co a jak piSe soused ve tfidé. A ani vas to moc
zajimat nemad. Takto uchopené vyucovani vlastniho psani nam sdéluje, Ze psani slohovych praci je
provérovani formalniho ovladani jazyka. A mélo by byt standardizované z divodu objektivizace
hodnoceni. Upfimné, kdyz se nékdo néjak vymyka primeéru, nastane s hodnocenim problém.
A navic - jak by to vypadalo, kdyby si kazdy psal, co chce! Pravda, chodil jsem na gymnazium
v prvni poloviné osmdesatych let, v dobé totalitniho $kolstvi. Ale skute¢né se od té doby tolik
zménilo?

V rdamci autorského psani a cteni nejde o umeéni, ani o to, jestli umime ¢i neumime dobre psdt a Cist.
V tomto procesu jde o ucenti sdilet se skrze tec. Jednd se spise o takové zapisovdni toho, co nds bavi,
co nds zaujalo, zneklidnilo nebo jaké otdzky si zrovna klademe. Pti vefejném cteni pak jde o to, aby
se autoti naucili naslouchat vlastnim textim a ndsledné jim mohli porozumét. K tomu je treba byt
v kontaktu nejen se svym textem, ale také sam se sebou a s publikem?.

2 Ivan VYSKOCIL, Autorské ¢teni, in: Hlas, mluva, fe¢, ed. Michal CUNDERLE - Eva SLAVIKOVA, Praha: Ustav pro vyzkum
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Profesor Ivan Vyskoc¢il nam tehdy v instrukcich fikal: ,,Piste, co chcete.“ Nehodnotil, nenafizoval
obsah, téma, délku. Pfi vefejném cteni vlastniho textu se clovék sam dozvi, jestli je sdélny. Po
uvodnim $oku ze zadani a po zazitku nervozity z prvniho ¢teni vlastnich autorskych pokust jsme
zacali zjistovat, ze mizeme sdélovat za sebe. Ze miZeme psat texty vazné, nevazné, delsi, kratsi,
nezvyklé, absurdni a tfeba i ,,blbé“. Nikdo je neznamkuje a nehodnoti kvalitu. O té se jako studen-
ti dozvidame z pozornosti posluchact, spoluzaka - a to velmi trefné a presné. Nékdo vas a vase
texty skutecné posloucha a z vlastni zkusenosti komentuje, jak rozumi tomu, co se vam v textu
vytvorilo - to vytvari atmosféru bezpeci, zbavuje obav, Ze se komentare zvrhnou v kritické odsud-
ky. A také vite, Ze vedle vas sedi nezpochybnitelna pedagogicka autorita, ktera vas doprovazi ve
vasich pokusech, chybach i uspésich. Po case ti nejodhodlanéjsi z nas dokonce zacali pravidelné

verejné vystupovat s vlastnimi porady.

K filozofii a metodologii vyzkumu

Pozitivisticky orientovany pedagogicky vyzkum se zkoumani vlivu fenomént hry, uméni ¢i autor-
stvi na osobni lidské poznani v soucasnosti nevénuje. Soucasnd grantova schémata totiz preferuji
vétSinou trileta Setfeni. Nedostatek Casu, stejné jako zaméreni na cil, jeho objektivizaci a vytéZeni
¢i interpretaci dat predstavuje pro studium vlivu téchto fenoménti zdsadni uskali. Myslenkové
zazemi tedy musime hledat v literature zahranic¢ni, v tuzemské odborné literatufe pak spise v ob-
lasti psychologické ¢i umélecko-vyzkumné.

Ze zahrani¢nich vyzkumnika patii v soucasnosti k nejinspirativnéjsim Max van Manen a jeho
studie vénujici se vyzkumu pedagogického taktu® ¢i smyslu fenomenologického vyzkumu a psa-
ni*. Velmi podnétné jsou Piagetovy studie, hojné vydavény i v byvalém Ceskoslovensku, tykajici
se vztahu védy a filozofie® ¢i pfimo osobnosti®. Nasledné se tento typ vyzkumu a studia rozvijel
i v nasich podminkach, napt. v dile expertt psychologického experimentalniho vyzkumu Frantis-
ka Jiranka” (preklad Piagetovy Psychologie inteligence) ¢i Evy Vyskocilové® (prekladatelka Piage-
tovy Psychologie ditéte). V poslednich dvaceti letech byl aktivni zejména Ustav pro studium a vy-
zkum autorského herectvi DAMU v Praze, pravé pod metodologickym vedenim Evy Vyskocilové.
V metodologickém aspektu tento dlouhodoby participativni vyzkum vychazi z predpokladi kon-
struktivistické teorie, které shrnuje F. Jiranek — vztahy redlné existuji, jedinec je odkryva svou ¢in-
nosti, tato ¢innost se vyviji z materidlni ¢innosti v ¢innost myslenkovou v souvislosti s vyvojem
abstrakee, tj. schopnosti zaujimat ke svétu stanoviska podminéna stale vice socialné: Pro prdci
s jazykem to konkrétné znamend, Ze smysl slova nelze sdélovat tak, Ze se na designdt ukdze. Jedinec
se musi k nému dopracovat vlastni ¢innosti, spolupraci s druhymi, hlavné s dospélymi lidmi®. Na za-
kladé toho se ukazuje, Ze moznosti metodologie se oteviraji teprve s praktickou ¢innosti (samotna
experimentace autorského ¢teni), studiem samym (reflektovanim ¢innosti) a schopnosti otevirat
sebereflexi $ir§imu socidlnimu kontextu.

V souvislosti s tim fenomenolog Jif{ Cerny poukazuje na fakt, ze bychom se neméli sousttedit na

a studium autorského herectvi AMU, 2006, s. 7.
3 Srov. Max van MANEN, Pedagogical Tact, New York: Routledge, 2016.
4 Srov. Max van MANEN, Phenomenology of Practise, New York: Routledge, 2014.
5  Srov. Jean PIAGET, Miidrost a iliizie filozofie, Bratislava: Nakladatelstvo Pravda, 1977.
6  Srov. Jean PIAGET, Psychologie ditéte, Praha: SPN, 1970.
7 Srov. Frantisek JIRANEK, Pedagogickd psychologie, Praha: KPU, 1968.
8 Srov. Eva VYSKOCILOVA, Cviéeni z pedagogické praxe, Praha: SPN, 1978.
9 Franti$ek JIRANEK a kol., Otdzky psychologie ucent, Praha: SPN, 1970, s. 72.
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to, co je fenomén hry (uméni, autorstvi), nybrz na to, jak s nami tento fenomén je'’. Vznika tak
paradox kvalitativniho pohledu na vyzkum téchto fenoménti — konkrétné v pripadé autorského
¢teni nejde o vyzkum ,,pfedmétu” autorského cteni. Optika vyzkumu se posouva smérem k sub-
jektu. Cilem tak neni kategorizace predmétu vyzkumu. Predmétem vyzkumu je fenomén (jev)
autorského cteni. Tedy — nikoli co autorské cteni je, nybrz jak autorské ¢teni je s nami. Napriklad
jak a kdy citime ve zpétné vazbé pozornost divakd, jak zjistujeme, ktery typ textli je nam vlast-
ni. Jak adekvatni je konkrétni intenzita ¢i rychlost ¢teni,"! jak se zapojuje télo a vyraz'?. To jsou
vyzkumné otazky, které se tykaji nas samych, nejsou tedy predmétné, nybrz nepredmétné'. Po-
trebujeme zjistit, jak je fenomén autorského ¢teni vniman experimentujicim subjektem. Subjekt
je aktivnim ¢initelem v syntéze zazitku v experimentaci a ve formulovani sebereflexe na zakladé
zpétné vazby od divakd (vyse zminéna spoluprace s druhymi). V pripadé, Ze je student schopen
formulovat pisemnou sebereflexi na zakladé intenzivniho zazitku vlastniho autorského pocinu,
stava se nedocenitelnym partnerem v participativnim zkoumani tohoto fenoménu. Vyzkum se
tak ocita na pomezi oboru psychologie, pedagogiky, dramatickych uméni a svoji participaci se
studujicimi nastoluje i otazky etické.

Z tohoto tthlu pohledu jej Vladimir Chrz (Psychologicky tstav Akademie véd CR) nahlizi jako
skutecné participativni zkoumanti: Jde o ,,vyzkum s lidmi“ (spise nezli vyzkum ,,na lidech“ ¢i ,,0 li-
dech”). Zkoumdani, ve kterém se jeho ticastnici (at jiZ jsou v pozici vyzkumnika, zkoumanych osob i
téch, kterym je vyzkum prezentovin) spolecné dozvidaji [studiem dochdzeji poznani]. ' Stejné tak
i Eva Vyskodilova si byla védoma nejen metodologické vyzvy samé, ale i pfesahu tohoto studia
a vyzkumu k etickym otazkam. Podstata dlouhodobého sebereflektovani nespociva jen v popisu
a analyze autorské ¢innosti, ale taktéz ve zvyseni zajmu o autorské jednani souvisejici se zvySenim
sebedtivéry a samostatnosti. Z hlediska Zivotniho stylu jde pak o jeho vyssi hodnotové zaméreni
souvisejici s vétsi mirou studentova pocitu odpovédnosti, ale i vnitini vyrovnanosti’. Zmény jsou
pozorovatelné diky rozlozeni v case.

K cilim a smyslu vyzkumu

Vzhledem k tomu, Ze v Ustavu pro studium a vyzkum autorského herectvi DAMU v Praze i na
Jihoceské univerzité v Ceskych Budéjovicich bézi v rémci experimentélni dramatiky dlouholety
vyzkum fenoménu dialogického jednani s vnitfnimi partnery (urcity autorsky zptisob improvizo-
vani bez zadani situace, tématu ¢i textu)'s, mizeme se vysledky tohoto letitého zkoumani inspi-
rovat na poli metodologickém'’, umélecko-pedagogickém (patnactileta pripadova studie)'® ¢i na

10  Srov. Jiti CERNY, Fotbal je hra (pokus o fenomenologii hry), Praha: Ceskoslovensky spisovatel, 1968, s. 11.

11 Srov. CUNDERLE, SLAVIKOVA (eds.), Hlas..., s. 7-120.

12 Srov. Eva VYSKOCILOVA, Eva SLAVIKOVA (eds.), Psychosomaticky zdklad verejného vystupovdni, jeho studium a vyzkum, Praha:
AMU, 2000.

13 Srov. Ladislav HEJ]DANEK, Neptedmétnost v mysleni a ve skutecnosti, Praha: Oikoymenh, 1997.

14 Vladimir CHRZ, Pfedmluva aneb Co je vlastné experimentdlni dramatika, in: Experimentdlni dramatika, Stanislav SUDA, Ceské
Budéjovice: Epistéme, 2017, s. 13.

15 Eva VYSKOCILOVA, K nékterym metodologickym obtizim vyzkumu autorského herectvi, in: Hic sunt leones, ed. Michal CUNDERLE,
Praha: AMU, 2003, s. 129.

16 Srov. Ivan VYSKOCIL, Dialogické jedndni s vnitinim partnerem, Brno: JAMU, 2005.

17 Srov. Josef NOTA, Zkusenosti ze studia discipliny ,dialogické jedndni s vnitfnim partnerem®, vypovédi pedagogu, in: Diverzita
v spolocenskych veddch, ed. Radomir MASARYK, Magda PETRJANOSOVA, Barbara LASTICOVA, Bratislava: Ustav vyskumu socidlnej
komunikécie SAV, 2012, s. 249.

18 Srov. Stanislav SUDA, Télo a sebereflexe, in: PhD existence 9 - Télo a mysl, ed. Eva MAIEROVA, Lucie VIKTOROVA, Martin DOLE]JS,
Toma$s DOMINIK, Olomouc: UPOL, 2019, s. 42.
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poli psychologicko-psychiatrickém (dvacetileta kazuistika)®.

Cilem pedagogické (¢i terapeutické) prace i nasledného shromazdovani vyzkumnych dat je ziskat
svédectvi o vnitfnim prozivani konkrétnich jednotlivych participanta tak, aby vypovédi mohly
autenticky zachytit zkoumany jev. Casto to mize byt svédectvi neodborné, naivni, metaforické,
s osobnim ¢i uméleckym presahem. Avsak z tohoto partnerského vyzkumného pohledu se jaka-
koli autentickd vypovéd jevi jako velmi cenna a je neptipustné ji jakkoli interpretovat a hodnotit.
Participanti by se tak stavali objekty zkoumani ,,na lidech®, vleps$im pripadeé ,,0 lidech® Vzhledem
k zadané kontinuité ¢innosti a pokracovani studia (rozlozeni v ¢ase) by studenti mohli byt inter-
pretacemi a hodnoticim postojem vyzkumnika ovlivnéni nebo by mohli o studium ztracet zéjem.
A vyzkum muize probihat pouze za predpokladu, Ze sami participanti citi vlastni zdjem, chut ¢i
dokonce potfebu experimentovat s autorskym psanim a zejména diky autorskému ¢teni vnimaji
potfebu ujasnovat si vlastni postoj. Proto je autorské ¢teni vzdy zatazovano jako predmét volitel-
ny ¢i povinné volitelny. Delsi pripadové studie tak vznikaji az v ramci studia ve volném case, na
kterém se podileji zajemci z fad verejnosti nebo absolventt fadného studia obort, v jejichz stu-
dijni nabidce tato disciplina figurovala.

Z hlediska vyzkumného zaméfeni a vySe nastinéného metodologického a filozofického ptistupu
bude vyhodnéjsi mluvit spise o smyslu zkoumani nez o cilech vyzkumu®. Jestlize ma jit o skutec-
ny participativni a partnersky vyzkum, pak dil¢i cile zkoumani vytvareji jednotlivi participanti,
ktefi jev popisuji z thla, které zajimaji je samé. Oni sami jevu a jeho interpretaci dodavaji vyznam
dle vlastniho zajmu, zkuSenosti a schopnosti formulovat reflexi s presahem k sebereflexi*!. Nej-
podstatnéjsi praci vyzkumnika je tento prostor pro experiment a naslednou reflexi otevtit a ga-
rantovat v tom ohledu, Ze jednotlivi participanti nebudou hodnoceni, skalovani, kategorizovani
podle efektivity nebo pfinosu pro védecké ¢i umélecké cile. Cile mizeme stanovovat pro jednot-
liva dil¢i Setfeni.

Autorské cteni v pedagogickych oborech JU

V roce 2008 bylo provedeno prvni $etfeni zaméfené na vyzkum autorského ¢teni. Metodologicky
byl zvolen experiment po vzoru vyse zminéného vyzkumu fenoménu jevu dialogického jednani.
Vzorek tvotilo 70 studentd pedagogickych obort Jihoceské univerzity v Ceskych Budéjovicich
v dennim studiu. Zku$enost s vyzkumem jevu dialogického jednani** ukazala, ze v povinnych
kurzech se objevuje skupina vypovédi, z nichz je patrné, Ze u studentli pietrvavaji obavy z vefej-
ného autorského jednani. Jsou to vypovédi, ve kterych se objevuje vys$si mira uzkosti, participanti
jev vytésnuji ¢i odmitaji. Je to sice u student pedagogickych obort s podivem, ale takova je
skute¢nost. Tito studenti se de-facto k sebereflektovani nemohou dostat, a tim padem nemohou
o fenoménu podat svédectvi. Abychom se studijnim i vyzkumnym nedorozuménim u autorské-
ho ¢teni vyhnuli, byli pro Setfeni vybrani studenti pouze v ramci volitelnych predmétd. Tim byl
alespon ¢aste¢né naplnén pozadavek partnerského piistupu a nezdvislosti na hodnoceni. Uspésné
absolvovani predmétu spocivalo, stejné jako nadale i u dialogického jednani, v dochazce, aktivité

19 Srov. Stanislav SUDA, Psychiatricka kazuistika — 20 let s experimentdlni dramatikou, in: PhD existence 10 - Clovék a éas, ed. Eva
MAIEROVA, Lucie VIKTOROVA, Martin DOLEJS, Toma$ DOMINIK, Olomouc: UPOL, 2020, s. 168.

20  Srov. Viktor Emil FRANKL, Viile ke smyslu, Brno: Cesta, 2006.

21 Josef NOTA, Promény reflektovani v ¢ase: od reflexe discipliny dialogického jednani k sebereflexi, in: PhD existence 10 - Clovék a &as,
ed. Eva MAIEROVA, Lucie VIKTOROVA, Martin DOLE]S, Toma$ DOMINIK, Olomouc: UPOL, 2020, s. 144.

22 Stanislav SUDA, Dialogické jednani - vyhodnocovani reflexi, in: Acta Universitatis Palackianae Olomucensis, Psychologica 37
Supplementum, Kvalitativni pfistup a metody ve véddch o ¢lovéku VI., Olomouc: UPOL, 2007, s. 168.
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a pouze v odevzdani nehodnocené zavére¢né prace, tedy sebereflexe. Po semestralni vyuce, vy-
tvoreni a precteni minimalné péti autorskych textt byli studenti vyzvani k napsani sebereflexe
jako volného tvaru. Zakladni otazkou pritom byla snaha zjistit, zda viibec a eventualné v jakém
poctu studenti registruji autorské cteni jako osobnostni disciplinu. Na zakladé téchto vypovédi
byly vytvoreny dvé zakladni skupiny vypovédi, rozfazené podle schopnosti ti¢astniki vefejné vy-
stupovat s vlastnim textem.

Prvni skupina byla charakteristicka vyjadfovanim pocate¢nich obav, které v ramci pribéhu jed-
noho semestru ustupovaly, byly mirnéjsi, stejné jako nervozita studentt. Takto reflektovalo zku-
$enost s autorskym ¢tenim 50 autort, ktefi zaroven kladné hodnotili sviij pokrok v ramci jednoho
semestru.

Druha skupina, tvofena 20 sebereflexemi, popisovala urcity presah a byla zde snaha popsat, co
konkrétné se v kazdém ze student pti vefejném Cteni odehrava. Tento pomér také koresponduje
s tim, Ze 20 student®l naslo odvahu néktery ze svych texti poskytnout ke zverejnéni do sborniku.
Ukazka ze sebereflexe z roku 2007:

... Konecné tady byli posluchaci, kteti mi fekli sviij ndzor na ma ,dila‘; konecné jsem zjistila, ze
teda mozna trochu psdt umim, Ze to se mnou neni zase tak hrozné a dokdzZu svou Cestinou fici
své myslenky. A na druhou stranu jsem si mohla vyslechnout vsechny ostatni a byla neskutecné
prekvapena jejich myslenkami a ndpady a fikala jsem si — ,, Ano, tohle je tiplné skvély, je to bdjecna
myslenka, super témall” Vlastné kdyz to tak shrnu, obdivovala jsem vsechny své spoluZdky, jejich
dialogy, povidky, komentdre, postiehy ze Zivota a musim fict, zZe jsem obdivovala i sebe samu, bylo
tolik ndpadii, co napsat, tolik situaci, problémzii, myslenek ... ale je také pravda, ze bylo tézZké je
napsat, vzit papir a tuzku a zacit je vsechny psdt na papir a hlavné vyjadiovat je tiplné nejpresnéji,
jak bych si to predstavovala, a vim, Ze se mi to obcas nepovedlo, ale alespori jsem zjistila, Ze takhle
je to teda Spatné, Ze na to musim jit z druhé strany, nebo s tiplné jinym tématem. Na druhou stranu
ale také vim, Ze se mi to povedlo a téch povedenych myslenek bylo vice nez téch nepovedenych,
a z toho mdm radost ... Trochu uz vim, jak ndm ta sebereflexe funguje, co od ni miizu ocekdavat, jak
zareaguje v riiznych situacich, ale je tizasné pozorovat, co s nami déld, a je viastné pékné, Ze ji mdme.

K metodice

Toto Setfeni bylo prvnim krokem v odkryvani moznosti metodologie podle Jirankova schématu
ohledné jevu autorského cteni. Tento jev existuje, studenti ho odkryvaji svoji vlastni ¢innosti
a pokousi se popsat jeji vliv. Timto se ovéftilo, ze studium jevu v ramci umélecko-pedagogické
discipliny mozné je. Po celou dobu dlouhodobého vyzkumu experimentalni dramatiky, jehoz
soucasti je vedle Setfeni jevu dialogického jednani i studium a vyzkum autorského cteni, jsou
tyto vypovédi (svého druhu vyzkumna data) ukladany do archivu. V soucasné dobé mluvime
o tisicich ulozenych vypovédi, které jsou kdykoli ptistupné ke zpétnym srovnavacim Setfenim*.
Jde zejména o priibézna zjisténi, zda studium a vyzkum bézi pro studenty, ktefi jsou tohoto studia
schopni.

23 Stanislav SUDA, Nedirektivni vedeni dialogického jedndni s vnitfnimi partnery, in: PhD existence III., ed. Ale§ NEUSAR, Miroslav
CHARVAT, Martin DOLEJS, Denisa JANECKOVA, Roman PROCHAZKA, Olomouc: UPOL, 2013, s. 102.

24  Srov. Milena MATEJICKOVA, Josef NOTA, Stanislav SUDA, Observing Qualitative Changes in Psychosomatic Condition, The New
Educational Rewiew 24/2011, s. 147.
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V soucasné dobé se taktéz rozbiha dlouhodoby vyzkum pro vychovatelsky obor Jihoceské univer-
zity v Ceskych Budéjovicich. Ohledné nedirektivity, studijniho partnerstvi a participace se velmi
osvédcuje studijni model volitelnych metodickych specializaci. Studenti zkusebné absolvuji jed-
notlivé specializace (osobnostné-socialni vychova, zazitkova pedagogika, reflexe nabozenskych
hodnot ve vychové) cely semestr a nasledné si vybranou specializaci s konkrétnim vyucujicim
zvoli pro tfisemestralni cilené studium. Pro ucely kontrolniho $etfeni byly vybrany seberefle-
xe 15 studentek na zakladé semestralni vyuky discipliny autorského ¢teni z akademického roku
2019/2020.

Diky volitelnosti metodické specializace se ke studiu nedostavaji studenti, které by autorské cteni
zazkostnovalo, nebo ktefi by jej odmitali ¢i vytésnovali. Z odevzdanych vypovédi 1ze odecist pro
vySe zminéné déleni skupin pomér 2:3.

Do prvni skupiny byly zarazeny opét vypovédi, které vyjadrovaly vice obav a nervozity.

... Posléze po prozkoumdni terénu a okolich podminek v podobé mych spoluzacek jsem ale dosla
k zavéru, Ze si opravdu nemusim pripadat jak ve sklenéné vyloze, ale mam se zamérit na sebe, na
své pocity a zkusit se uvolnit pred ,davem®lidi, které chci a moznd musim zaujmout. Pocity uvolnéni
a méné se poticiho tricka jsem zacala citit az koncem semestru a mdm tak moznost a prislib do
budoucna...

... Hodné se stydim. Dokonce jsem nékdy aZ tak nervozni, Ze mdam ledové ruce, nohy, ale hlava...
ta mi hoti, jako kdybych méla teplotu, a srdce mi busi o sto Sest. Ne, neptehdanim to. Se stresem
bojuju uz dlouho. Moje oblibend véta je, vzdyt jde o ho..., ale nikdy mi to tak viplné nepomiize. Pak
je jesté dobré dychani, ale funét ve tfidé se mi taky moc nechce. TakZe stejné musim zatnout zuby
a zvlddnout to, nic jiného mi nezbyva a pak v priibéhu té situace, kterd pro mé byla tak stresujici na
zacdtku, si ji nékdy i uZiju. Naptiklad jako nase autorské ctend...

Velmi podobna mira obav jako ve vypovédich téchto dvou studentek byla zaznamenana i v dal-
sich ¢tytech vypovédich.

Do druhé skupiny bylo tentokrat zarazeno 9 vypovédi. U téchto studentek je znatelny studijni
potencial, uvadime jako ilustraci pasaze ze sebereflexi 3 studentek:

... Chtéla jsem se na téchto hodindch posunout nékam ddl. Posunout sebe samu. A prekvapilo meé,
jak mi to ze zacdtku délalo problém, kdyz uz bych méla mit praxi z taborii, kde mluvit pred 90 lidmi
mi nedélalo problém. Ale ocividné je dost rozdil, pokud tam clovék vysvétluje pravidla hry nebo
mluvi ke svému oddilu a kdyz ma clovék cist nahlas sviij viastni autorsky text. Takze bych asi takhle
zavérem chtéla fict diky za nendsilné donuceni pracovat se sebou a posouvat hranice své komfortni

a socidlni zony zase o kousek dal a uz ted se tésim na dalsi semestr a na to, co ndm tenhle semestr
pfinese...

... Uz od zdkladky jsem neméla rdda psani slohovych praci a riiznych nékolikastrankovych eseji.
Vzdy bylo pridélené téma nebo jsme si méli z nékolika vypsanych témat vybrat... Po dlouhé dobé
mi dal nékdo volnou ruku a oteviel mou fantazii. Tak néjak jsem zacala vést sama sebe ve svych
myslenkdch. Spoustu véci jsem si pritom uvédomila a urovnala sama v sobé. Jednoduse kdyz jsem
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méla néco na srdci, tak se to vétsinou objevilo i v mych textech. At uz to bylo, Ze lidé by méli travit
vice ¢asu s rodinou a také, Ze kazda mald laskavost a pomoc miize udélat komukoliv lepsi den.
Nebyl tedy nejvétsi problém vymyslet o cem budu psdt, dokonce i to samotné psani, ale spise to
prezentovani naseho vlastniho textu. ..

... Ackoliv to moznd tak viibec nepiisobi, nevim, sama na sobé pocituju obrovsky pokrok. Ostatni si
toho ani nemusi vsimnout, ale pravé tohle vystoupeni z komfortni zony, vystréeni pred zraky vsech,
vystaveni kritice nebo trapasu mi konecné dovolilo néjakym zpiisobem riist. Kdyz mdam cokoliv
predndset ve skole pted ostatnimi, Fici sviij ndzor nebo jen prezentovat své myslenky, uz se mi nedéje
to, co se vZdycky délo. Nepremyslim nad tim, co by se mohlo stdt, co by se mohlo pokazit a jak to
URCITE zkazim. V&fim tomu, Ze to zvlddnu, protoZe uz se tak jednou stalo. Jenom proto, Ze jsem
to zkusila, nebdla se toho CO KDYBY. Ale zacala pouzivat bud a nebo. Bud to vyjde a budu na sebe
pysnd, anebo to nevyjde a nic se nestane, naopak zacnu premyslet nad tim, co zlepsit, jak to udélat
jinak. Ted koukdm, Ze miij text vypadd trosku jako titulky v motivacnim videu o hubnuti. Omluvte
mé, ale pottebuji se trosku vyjddrit. Prosté jsem (omlouvdm se za jiz tisicdté jsem, nevim, jak jinak
vétu slozit) zacala vic vétit sama sobé. Nikdy mé nenapadlo, jak Cteni textil nebo stani pred tiidou
miuize ovlivnit miij osobni Zivot. A Ze miizu s jistotou fict, Ze ovlivnilo. A to hodné. Ovlivnilo tak, Ze
jsem se postupné zacala zbavovat toho, ceho se nejvic bojim. ,,Strasdkii”. A to jenom tim, Ze to, ceho
se bojim, to prosté udélam. A kdo by si byl fek, Ze mi k tomuhle vSemu pomiiZe ani ne minutovd
pozice ve stoje pred tiidou. A tésim se na to, co bude ddl. Co si troufnu? Treba se sama rozhodnout
mluvit, néco predvést? Kdo vi. Zacindm si uvédomovat, jak moje sebevédomi a strach z toho, Ze néco
pokazim, Ze nebudu tak dobrd, jak se ode mé ocekavd, tak Silené omezovalo moji svobodu. Proto se
uz prestavam snazit vypadat porad tak, jak si myslim, Ze bych méla, ale snazim se jenom o to byt
zkrdtka svd. Délat co mé bavi, fikat co si myslim a neptemyslet tolik nad tim, jak mé vidi ostatni.
Jestli to nebylo trapny, divny nebo bithvi jak posahany. A vlastné mé to i zacalo bavit. Zkouset tu

nejistotu, hrdt si se svymi pocity a emocemi.

Tato pribézna Setfeni slouzi ke kontrole toho, aby byla zajisténa smysluplnost studia na zakladé
metodické podminky volitelnosti studia. Ovéfuje se tim také Jirankova teze®, Ze v tvofivém stu-
diu jde o zajem, potiebu a postoj daleko vice nez o dovednost, navyk (nacviceni) a zvyk (aplikaci).

Studie aspektii autorské tvorby

Tyto sebereflexe zaroven odkazuji i na vhodnost propojeni discipliny autorského ¢teni s dialogic-
kym jednanim (vyS$e zminény urcity autorsky zptisob improvizovani bez zadani situace, tématu
¢i textu). Objevuji moznost, kterou poskytuje studium dramatické situace a autorského herectvi.
Studenti si za¢inaji uvédomovat, ze v bezpe¢ném prostoru si miizou troufnout vstoupit do nejis-
toty a miizou si emoce zkouset hrat — a na zakladé zpétné vazby zjistovat autenticitu vlastniho
vyjadreni.

Vzhledem ke zminéné specifi¢nosti nestandardizovanych vypovédi jsme metodologicky pfi-
stoupili v ramci bakalarské prace®, diplomové prace” a pripravovaného doktorského projektu

25 Srov. JIRANEK, Pedagogickd psychologie...

26 Srov. Rendta MIKULOVA, Psychoterapeutické aspekty autorské tvorby. Ceské Budéjovice, 2015. Bakalarska prace (Bc.). Jihoceskd
univerzita v Ceskych Budgjovicich. Pedagogicka fakulta. Vedouci prace Stanislav Suda, Ph.D.

27 Srov. Renadta MIKULOVA, Autorské ¢teni — studie osobnostnich aspektii. Ceské Budéjovice, 2018. Diplomové prace (Mgr.). Jihoceskd
univerzita v Ceskych Budgjovicich. Pedagogicka fakulta. Vedouci prace Mgr. Alena Nohavové, Ph.D., doc. MgA. Stanislav Suda, Ph.D.
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ke kvalitativni studii*®, jejiz vysledky jsou na tomto misté zverejnovany poprvé. V ramci téchto
Setfeni byla snaha zjistit, jak se autofi citi pfi psani svych texti, jaké uc¢inky na né ma verejné cteni
a co vse projektuji do svych textt.

Vyzkum byl rozdélen do dvou casti. V prvni casti bylo pofizeno pét hloubkovych polostruk-
turovanych rozhovord, které byly nasledné analyzovany pomoci otevieného kdédovani, na které
navazala technika vylozeni karet. V ramci této casti byl zvolen prosty zamérny vybér vzorku.
Podminkou zde bylo absolvovani alespon dvou semestrii autorského ¢teni, nebot zhruba takovou
dobu trva, nez opadne pocatecni nervozita a nez je autor schopen hlubsi sebereflexe. Rozhovoru
se zUcastnili ¢tyfi zeny a jeden muz. Tento pomér odpovidal skute¢cnému genderovému rozlozeni
ucastnikd autorského cteni. Druhou ¢&asti vyzkumu pak byly studentské sebereflexe, které jsou
zcela nestrukturované. Analyzovany byly sebereflexe z let 2007, 2008, 2010, 2011 a 2013. Nebylo
zde zadné kritérium, takze se Casto objevovaly sebereflexe studentt, ktefi absolvovali teprve prvni
semestr autorského ¢teni. Zptisob analyzy byl obdobny jako u rozhovort a celkem bylo soucasti
vyzkumu 178 sebereflexi, kde pomér muzti a Zen opét odpovidal skute¢nému rozlozeni v ramci
pfedmétu. V ramci analyzy hloubkovych polostrukturovanych rozhovori jsme ziskali celkem 11
kategorii, z analyzy nestrukturovanych sebereflexi jich vyvstalo 15.

Po trech letech byl vyzkum zopakovan. Na zakladé vyse uvedenych poznatkti byla provedena
kvalitativni studie, kterd je rozdélena na dvé hlavni ¢asti. Prvni ¢asti je analyza hloubkovych po-
lostrukturovanych rozhovort. Celkem jsme ziskali 7 rozhovort (n = 7), pficemz se zucastnilo 5
zen a 2 muzi ve véku 22 az 35 let. Bylo zde zvoleno kritérium v podobé absolvovani alespon tf1
semestrd autorského ¢teni na PF JU. Rozhovory byly analyzovany pomoci otevieného kédova-
ni, kde jsme vysledné kategorie seradili podle cetnosti kodii a interpretovali pomoci techniky
vylozeni karet. Vysledkem se stalo celkem 22 kategorii. Druhou ¢ast vyzkumu tvofi analyza pi-
semnych studentskych sebereflexi. Celkem jsme vybrali 236 sebereflexi (n = 236), z toho 198 Zen
a 38 muzu. Reflexe byly shromazdény v letech 2012-2016 a pfi vybéru nebylo zvoleno zZadné kri-
térium. Vysledkem se stalo celkem 14 kategorii, které byly nasledné komparovany s kategoriemi,
které jsme ziskali v ramci analyzy rozhovort.

Pravé diky nestrukturovanosti sebereflexi se objevily i kategorie, na které nebyl vyzkum primarné
zaméfeny. Hlavnim smyslem tohoto vyzkumu bylo prozkoumat a zmapovat oblast autorského
¢teni, nebot poznatkd z této oblasti neni doposud mnoho. Zjistili jsme, ze autofi vnimaji psani
textll a jejich nasledné cteni na verejnosti hlavné jako mozny zpusob sebevyjadreni a prilezitost
k osobnostnimu rozvoji, ktery spociva zejména v redukci nervozity a trémy, zdokonalovani ust-
niho i pisemného projevu a v neposledni fadé navySovani sebedtivéry autora.

Na zakladé komparace obou vyzkumnych $etfeni jsme dosli k nasledujicim 10 nejvyznamnéjsim
kategoriim.

Vyklad nejvyznamnéjsich kategorii

Projekce aktualnich stavii a obsahi. Tato kategorie se tyka vseho, co autofi projektuji do svych
textll. Nejcastéji se setkavame s aktualnimi zazitky, myslenkami, prozitky a udalostmi z autorova
zZivota, a to jak v pozitivnim, tak negativnim smyslu. Neni vyjimkou, Ze autofi skrze své texty
vyjadiuji nazory ¢i pocity, které by jinak vefejné neprojevili. Uzivaji k tomu psani ve 3. osobé,
metafory ¢i abstrakce.

28 Srov. Jan HENDL, Kvalitativni vyzkum: Zdkladni metody a aplikace, Praha: Portal, 2005.
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Ocekavani negativnich reakci. Kategorie s nazvem ,,o¢ekavani negativnich reakci® je v pfimém
vztahu s kategorii pfedchozi. Protoze jsou pro autory jejich texty osobni, ¢asto az intimni a nebyli
doposud zvykli na vefejnosti prezentovat cokoli svého, objevuje se u nich ve velké mife ocekavani
negativnich reakci na jejich tvorbu. Nejcastéjsi negativni reakce, které autofi ocekavaji, jsou ne-
pochopeni, odmitnuti vysméch ¢i odrovnani. S ¢im se zpocatku setkavame téméf u vSech autord,
je obava z toho, ze jejich text nebude sdélny.

Svoboda a strach ze svobody. V ramci této discipliny nejsou autofi ni¢cim omezovani. Jejich je-
dinym tkolem je napsat text. Nemaji zadané zadné téma, utvar, minimalni ani maximalni délku
textu. Vétsina autord je touto svobodou zpocatku ochromena, ale pozdéji je to motivuje k dalsimu
psani. Autofi ji popisuji jako moznost vybéru vlastniho tématu, nevazanost nebo svobodomysl-
nost. V ramci pisemnych sebereflexi se ovSem nasla i skupina autord, kterd nepfekonala pocatecni
ochromeni svobodou a projevuje z ni strach. Tento strach popisuji jako urcity blok, ktery jim neu-
moznuje napsat text a vyvolava v nich nedtivéru, nejistotu, omezuje jejich pocit bezpeci a naopak
posiluje ocekavani negativnich reakci. Tito autofi vyjadfuji potfebu néjakého voditka ¢i sméru.
Téma nervozity. Témér v kazdé sebereflexi i rozhovoru jsme se setkali s tématem nervozity. Ta
provazi zpravidla kazdého alespon v zacatcich, nebot autofi si zpocatku nebyvaji svymi texty jisti
a nemaji moc odvahy na zkouseni ¢i hledani novych forem. Nejcastéji se nervozita projevuje prilis
rychlym tempem ¢teni.

Sebevyjadreni a strach ze sebevyjadfeni. Tato kategorie tizce souvisi se svobodou. Mnoho auto-
rl je motivovano k psani a ¢teni svych textl pravé proto, Ze dostavaji moznost produkovat néco,
co z nich vychazi a co je jen jejich. Ve vétsiné pripadii je moznost sebevyjadfeni chapana pozitiv-
né, ovSem v ramci sebereflexi se opét nasla skupina autort, ktefi projevuji obavy ze sebevyjadreni.
Tito autofi maji strach z vlastniho odhaleni se pred ostatnimi autory. Opét jsou pro né takové
obavy urcitym blokem, ktery brani jejich tvorbé.

V ramci sebereflexi se objevilo nékolik podstatnych kategorii, se kterymi jsme se v§ak nesetkali
pfi rozhovorech. Vysvétlujeme si to tim, Ze u rozhovori bylo zvolené uréité kritérium pro vybér
respondentd a byly polostrukturované, zatimco pisemné sebereflexe jsou zcela nestrukturované
a nebylo zde zvoleno zadné kritérium.

Zpétna vazba. Po precteni textu maji posluchac¢i moznost vyjadrit se k textu i k pfednesu auto-
ra. Tato zpétna vazba je naprosto dobrovolna, pro autory ovSem velmi vyznamna. Autofi ¢asto
vyjadfuji potfebu zpétné vazby, protoze jim umoznuje dalsi rozvoj a mnohdy hlubsi sebereflexi.
Casto se stdva motivaci, nebot ze zpétné vazby se mimo jiné dozvidaji, jestli smér, kterym jdou, je
pro né ten pravy, potvrzuje jim sdélnost jejich texti, coz dodava na pocitu bezpeci, a pomaha tak
eliminovat autorova ocekavani negativnich reakci.

Hra. Pokrok, ktery spoc¢iva v mnoha letech experimentovani, sebereflektovani a zvetejnovani my-
Slenek, postupné vede k objevovani hry jako takové®. Skupina autort popisuje v ramci sebereflexi
fenomén hry jako takovy nebo situace, kdy se pristihnou, zZe je to zkratka bavi jen kvili ¢innosti
samotné. Néktefi z autort dokonce bere hru jako nejdtlezitéjsi soucast autorské tvorby.

Vyzva. Cést autort chépe autorské ¢teni jako vyzvu nebo stimul. Na za¢atku jsou si védomi, ze
psani nebo vefejné Cteni ¢i vystupovani obecné nepatti k jejich silnym strankam nebo oblibenym
a vyhledavanym cinnostem. Pozdéji vsak pravé toto chtéji prekonat a ve vétsiné pripadu se jim to
i podari.

Sebepoznani - autofi po nékolika vefejnych ¢tenich popisuji lepsi sebepoznani, tedy vSimaji si

29 Srov. Stanislav SUDA, Sebereflexe - zaklad studia dialogického jedndni, in: ACORdt, 2 (1), Brno: Masarykova univerzita v Brn¢, 2013,
s. 3-10.
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vice obsahil a projevt, které u sebe doposud nevnimali nebo jim nevénovali takovou pozornost,
a to celé jsou schopni reflektovat.

Reseni problému / terapie - jak jsme jiz popsali vy3e, autofi ¢asto skrze své texty hledaji odpo-
védi, fesi sva dilemata, problémy ¢i se snazi s né¢im vyrovnat. Nejednou v téchto situacich voli
techniku ,,vypsani se“ a nasledné precteni textu jim pomaha celou zalezitost uzavfrit.

Osobnostni presah fenoménu autorského cteni

Kategorie ukazuji na vhodnost zafazeni autorského ¢teni mezi studijni discipliny osobnostni vy-
chovy. Dal$im zjisténim bylo, ze teprve u dlouhodobych studentt mizeme sledovat vyvoj chapani
pojmil a zaroven kvalitativni zménu ve vyvoji psané sebereflexe na zakladé ovérované zkusenosti.
A skute¢né kvalitni vyzkum vyzaduje dlouhodobé sledovani. Na piipadovych studiich vyzkumu
jevu dialogického jednani je tento vyvoj zachycen u pripadovych studii, které jsou vyzkumné
sledovany po dobu nejméné 10 let (studie Jana, Tomas, Slavek, Zuzana, Pepicek)*. Na zakladé
opakované a reflektované zkusenosti s timto jevem se vyviji zptisob uvazovani nad osobnostnimi
obsahy ¢&i tématy. Cili vzriistd vyznam vlastniho sebereflektovén.

Dotykame-li se tématu sebereflexe a jejiho vyvoje ¢i kultivace, dotykame se osobnostni a etické
roviny zptisobu premysleni kazdého jednotlivce®. A dosavadni vyzkumna $etfeni poukazuji na
dilezitost sebereflektovani. Zamérné zduraznuji sebereflektovani - jako svédectvi kontinualniho
procesu kultivace osobnostniho zrani. Sebereflexe je totiz ¢asto v pozitivistickém zptisobu uvazo-
vani interpretovana jako uzavieny tvar, artefakt uréeny k hodnoceni, pouceni, efektivnimu vyu-
ziti: Cilem je zhodnotit sebe sama, rozhodnout, co a jak zménit, zvolit strategii pro budoucnost.”> To
se na zdkladé dlouhodobého vyzkumu ukazuje jako nevyhodné. Cesta k autentickému povsimnuti
si vnitinich pohnutek a reflektovini sebe samotného na zdkladé necekaného zdaZitku je dlouhodobd.
VyzZaduje bezpecnou atmosféru, samostatnou volbu discipliny a zejména cas. Proto se jako blizsi jevi
pojeti vyznamu sebereflexe jako uvédomovdni si obsahii svého védomi a charakteristik osobnosti
i vysledkii jedndni na pozadi, resp. v konfrontaci s mordlnimi normami nebo aspor obrazy idedlniho

4

]033-
Zavér

Vyzkum fenoménu autorského ¢teni byl bohuzel v letech 2018 a 2019 z personalnich diivodi pre-
rusen, a tim byla nabourana kontinuita vyzkumu sebereflexi pokrocilejsich studentti. Vzhledem
ke koronavirové situaci v roce 2020 se zatim studenti nemohou k volnoc¢asovému studiu vratit,
nicméné ve dvandcti pripadech opakované projevuji o pokracovani studia zajem.

Cilem této studie je nastinit moZnosti skute¢né participativniho a partnerského zptsobu studia
osobnostnich disciplin jako nedirektniho pfistupu, jehoz vysledkem je pouze vypovéd a svédec-
tvi participanttl. V tomto ohledu je studium fenoménu podminéno zajmem participantt, a proto
neni mozné vyzkum stavét na interpretacnich modelech ¢i na posuzovani efektivity jednotlivych
slozek vyrazovych prostredki.. Podstatou dlouhodobého vyzkumu je reflektované autorstvi ve
zpétné vazbé posluchacti smérované k utvareni sebereflektovani, nikoli interpreta¢ni dovednosti
smeétujici k efektivnimu uziti (ciliim ucebnim, komer¢nim, uméleckym).

30 Srov. Stanislav SUDA, Experimentdlni dramatika, Ceské Budéjovice: Episteme, 2017.

31 Srov. Horst HEIDBRINK, Psychologie mordlniho vyvoje, Praha: Portdl, 1997.

32 Jan PRUCHA, Eliska WALTEROVA, Jifi MARES, Pedagogicky slovnik, Praha: Portal, 1995, s. 196.
33 Vladimir SMEKAL, Pozvdni do psychologie osobnosti, Brno: Barrister & Principal, 2004, s. 353.
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Autorské ¢teni ma jiz také experimentalni podobu na klinickém pracovisti v malotfidni $kole. Jo-
sef Nota ve své dizerta¢ni praci* nastinil moznosti experimentalni dramatiky ve vychové na prv-
nim stupni zakladni $koly. V soucasné dobé rozsitruje v téze skole Setfeni i na oblast autorského
¢teni. Spolu s rozsahlym archivem sebereflexi studentti pedagogickych obort Jihoceské univerzity
v Ceskych Budéjovicich tak vzniké uceleny obraz pedagogickych moznosti této discipliny.
Podékovani patfi pani Mgr. Renaté Mikulové za spolupraci a analyzu dat z archivu sebereflexi
a dale zejména peclivym oponentiim, ktefi poctivou praci pomahaji ujasnovat vyzkumnou linii
dlouhodobého sledovani tohoto jevu.

Kontakt

doc. MgA. Stanislav Suda, Ph.D.

Jiho¢eska univerzita v Ceskych Budé&jovicich,
Teologicka fakulta,

Katedra pedagogiky

KnéZska 8, 370 01, Ceské Budé&jovice.
suda@tf.jcu.cz

34 Srov. Josef NOTA, Dialogické jedndni jako mozZnost rozvoje osobnostnich dispozic ucitele. Ceské Budéjovice, 2014. Disertaéni prace
(Ph.D.). Jiho¢eskd univerzita v Ceskych Budéjovicich, Pedagogicka fakulta. Vedouci prace doc. MgA. Stanislav Suda, Ph.D.
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Authorial Reading as a Phenomenon of Personality

Development
Stanislav Suda

Abstract

Authorial reading as a phenomenon of personality development - the aim of the article is to
point out the broader pedagogical context of writing originally artistic authorial texts. It will
present, in a broader sense, a long-term qualitative, participatory, and partner research of
experimental drama which also includes authorial reading. It also illustrates the possibilities
of written self-reflection as a control feedback of the pedagogical process from the point of
view of personality development. It outlines the possibilities of self-reflection improvement
which is based on the experience of the phenomenon of authorial reading within personality
development.

Keywords: pedagogy, personality development, authorial reading, dialogue, self-reflection

Introduction

Thanks to its founder, Ivan Vyskocil, experimental work based on authorial reading has been
taking place at the DAMU Department of Creative Writing and Pedagogy in Prague since 1994.
When thinking about research evaluation, this discipline was, in the broader research of exper-
imental drama,' included in the possibilities of personality development at the Department of
Pedagogy and Psychology, Faculty of Education, University of South Bohemia in Ceské Budé-
jovice. For the last two years, together with philosophy for children and experimental drama, it
has been the basis of personality development of the study course Leisure Time Education at the
Department of Pedagogy, Faculty of Theology, University of South Bohemia in Ceské Budé&jovice.
The first chapter of this article is narrative, autobiographical. Its aim is to point out the broader
pedagogical context of writing originally artistic authorial texts.

Motivation to Study Authorial Reading
In basic school (6-15 year olds), we had a real educator as a class teacher. I emphasise the word

educator. We were students of a selected class and our teacher, Mrs Laskova, was very challenging.

1  Cf Stanislav SUDA, Psychosomatické discipliny v pripravé uliteli, in: Psychosomatické discipliny v pfipravé pedagogii, ed. Pavla
Valachova, Brno: Paido, 2008, p. 49.
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And even if she was demanding a lot, we knew that ‘Lajda’ meant it in a good way - as a teacher
of Czech and English, as a class teacher, as a human being. Until her death, we met her regularly.
As her students, we meet regularly to this day. I remember her most often when speech turns
to essays. Writing essays was a joy. She supported us a lot in speaking, in informal, live speech.
I remember a lot of moments when we enthusiastically listened to the creations of our classmates.
How she literally forced us into dramatic situations, using direct speech, and dialogues in story-
telling. One of my classmates made her very happy with a perfect description of a disassembled
TV together with a description of a repairman and his unfinished beer next to the device. Writing
‘essays’ was actually a challenge and also a joy. When I entered grammar school, I thought that
I would expand this space much more thanks to high school teachers.

Of course, I wrote my first essay, quite understandably, on the topic of holiday experiences. It was
tull of direct speech, expressive, dramatic, about a trip of friends on bikes - I was absolutely happy
with it. And I was given a C minus. I recklessly used words like ‘he flew over the handlebars’ In
direct speech, I cursed - ‘you ass!” And in general, according to the new teacher, I was somehow
suspiciously relaxed and very action-packed when considering the fact that I was a first-year stu-
dent. In the second essay, we had the task to write a story about some sad accident. I wrote about
a carefree ride of a young man who was showing off in a new car. He skids in oil and runs over
some children. At the age of fourteen, I had done my best — those at home liked it and I success-
tully read it during the breaks at school. Only my teacher stopped me after the first few sentences
and I was not allowed to finish it. In her opinion, the beginning could not be recited with such
ease when there was death at the end. I could not even speak. In the fourth year, I rather wrote
about Pilsen, my home-town, where one can see young people sitting on benches without the
first experience of love. And there are also some retired people, a grandmother and a grandfather,
who look at them with understanding, holding hands in the glow of the setting sun, also sitting
on a bench. I received A+, and my graduation result was excellent. Coincidentally, the husband
of my primary school class teacher was a teacher of Czech at the same grammar school. We had
a lot of fun during our meeting. He recounted how he had secretly written an essay for his son
and received D from the same professor. The lady was not really bad, though. She just lived alone,
some of her views were somewhat narrow-minded, and she simply lived her special life. Every
time I think about it, I find it somehow a little funny, sweet. While feeling this way, I realise that,
after that, I did not write a word for ten years. And if I hadn’t met Professor Vyskocil at DAMU,
I probably would not have written or tried anything in my life. I am not angry with the teacher at
all, I understand her. And I even try to suggest to myself that it was definitely useful to me. But
I did not really imagine it that way; I would not want it that way for anyone, including myself.
The most interesting thing was that the majority of my high school classmates did not have such
thoughts at all. They were used to writing evaluated essays. They knew what should be ‘written,
and they were already trained during their elementary school years in this way of working. They
knew exactly that writing was actually rather a duty with no fun, that it just had to be endured.
They never read their work to their classmates, and if they did then it was in a formal way. These
are the rules. The topic is always given and the scope is determined. You have to create the struc-
ture: introduction, body, and conclusion (which almost everyone constructs after writing). Essays
are graded by the teacher, and you usually do not even know what and how your classmates write.
In fact, you should not care much. Teaching of writing in this way tells us that writing essays is
a test of formal language skills. And it should be standardised in order to objectify the evaluation.
Honestly, when someone deviates from the average, there is a problem with the evaluation. Also,
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what it would look like if everyone wrote what he wanted! It is true, I went to high school in the
first half of the eighties, during totalitarian education. But has much of it really changed since
then?

Authorial writing and reading is not about art, or whether we can write and read well or not. This
process is about learning to share through speech. Rather, it is a matter of recording things we enjoy,
things which interest us, disturb us, or questions which we ask. In public reading, it is about learning to
listen to one’s own texts and then be able to understand them. To do this, one needs to be in touch not
only with one’s own text, but also with oneself and the audience.?

Professor Ivan Vyskocil told us in the instructions at that time: “Write what you want. He did not
evaluate, and did not order the content, topic, or length. When reading one’s own text in public,
one learns for oneself if the text is communicative. After the initial shock from the assignment
and after the experience of nervousness from the first reading of our own authorial experiments,
we began to find out that we can communicate for ourselves, that we can write serious, unserious,
longer, shorter, unusual, absurd, and even ‘stupid’ texts. No one marks them and evaluates the
quality. As students, we learn about it from the attention of listeners, classmates - very aptly and
accurately. Someone really listens to you and your texts and comments on them using his own
experience in order to describe how he understands your text and what has been created in it -
this creates an atmosphere of security. It relieves the fear that the comments will turn into critical
condemnations. And you also know that, next to you, there is an unquestionable pedagogical
authority. He accompanies you in your attempts, mistakes, and successes. Over time, the most
determined of us even began to perform regularly in public with our own shows.

On the Philosophy and Methodology of the Research

Positivist-oriented pedagogical research does not currently study the influence of the phenomena
of play, art, or authorship on personal human knowledge. The current grant schemes usually pre-
fer three-year projects. Lack of time (as well as focusing on the goal, its objectification, and extrac-
tion or interpretation of data) is a major challenge for studying the impact of these phenomena.
Therefore, we have to look for ideas in foreign literature. In domestic professional literature, we
should look more in the field of psychology or art research.

Among the foreign researchers, Max van Manen is currently one of the most inspiring. His studies
are devoted to the research of pedagogical tact’ or the meaning of phenomenological research and
writing.* Piaget’s studies are very inspiring. They were widely published even in the former Czech-
oslovakia and concern the relationship between science and philosophy® or personality directly.®
Subsequently, this type of research and study started developing in our conditions, for example, in
the work of experts in psychological experimental research Franti$ek Jiranek’ (translator of Pia-
get’s Psychology of Intelligence) or Eva Vyskocilova® (translator of Piaget’s The Psychology of the

2 Ivan VYSKOCIL, Autorské ¢tent, in: Hlas, mluva, 7el, ed. Michal CUNDERLE and Eva SLAVIKOVA, Praha: Ustav pro vyzkum a studium
autorského herectvi AMU, 2006, p. 7.

Cf. Max van MANEN, Pedagogical Tact, New York: Routledge, 2016.

Cf. Max van MANEN, Phenomenology of Practice, New York: Routledge, 2014.

Cf. Jean PIAGET, Muidrost a iliizie filozofie, Bratislava: Nakladatelstvo Pravda, 1977.

Cf. Jean PIAGET, Psychologie ditéte, Praha: SPN, 1970.

Cf. Franti$ek JIRANEK, Pedagogickd psychologie, Praha: KPU, 1968.

Cf. Eva VYSKOCILOVA, Cviceni z pedagogické praxe, Praha: SPN, 1978.
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Child). In the last twenty years, under the methodological guidance of Eva Vyskocilova, The Institute
for Research into and Study of Authorial Acting at DAMU in Prague has been particularly active.
Taking into account the methodological aspect, this long-term participatory research is based on
the assumptions of constructivist theory which summarises E. Jiranek - relationships really exist,
the individual reveals them by his activity, this activity develops from material to mental activity
in connection with the development of abstraction, that is, the ability to have opinions about the
world which are increasingly socially conditioned: ‘For working with language, this specifically
means that the meaning of a word cannot be communicated by pointing to the meaning of the
expression. The individual must work on it through his own activities, cooperation with others,
especially with adults”® Based on this, it turns out that the possibilities of the methodology open
up with practical activity (the experimenting with authorial reading itself), studying (reflecting
on the activity), and the ability to open self-reflection to a wider social context.

In connection with this, the phenomenologist Jifi Cerny points out the fact that we should not
focus on what is the phenomenon of play (art, authorship), but on how this phenomenon is with
us.'® This creates a paradox of a qualitative view of the research of these phenomena - specifi-
cally in the case of authorial reading, it is not a research of the ‘subject’ of authorial reading. The
view of research shifts towards the subject. The aim is not to categorise the subject of research.
The subject of the research is the phenomenon of authorial reading. So it is not what authorial
reading is, but how authorial reading exists among us. For example, how and when do we feel the
attention of the audience in the feedback? How do we find out which type of texts corresponds
to our nature? How adequate is a particular intensity or speed of reading?'' How are body and
expression are involved?'? These are research questions that concern ourselves, so they do not
represent a subject type but a non-subject type."” We need to find out how the phenomenon of
authorial reading is perceived by the experimenting subject. The subject is an active factor in the
synthesis of experience in experimentation and in the formulation of self-reflection based on
feedback from viewers (the abovementioned cooperation with others). If the student is able to
formulate a written self-reflection based on the intense experience of his own work, he becomes
a priceless partner in the participatory research of this phenomenon. The research thus finds itself
on the border of the fields of psychology, pedagogy, dramatic arts, and, through its participation
with students, also raises ethical issues.

From this point of view, Vladimir Chrz (Institute of Psychology, Academy of Sciences of the
Czech Republic) views it as truly participatory research: ‘It is “research with people” (rather than
research “on people” or “about people”). It is research in which its participants (whether they are
in the position of a researcher, the researched persons, or those to whom the research is present-
ed) learn together [knowledge comes through studies]’* Likewise, Eva Vyskocilova was aware
not only of the methodological challenge itself but also of the overlap of this study and research
on ethical issues. The essence of long-term self-reflection lies not only in the description and
analysis of the author’s activity but also in the increase of interest in the author’s actions related to
the increase of self-confidence and independence. ‘From the lifestyle point of view, it is about his

9  Frantisek JIRANEK et al., Otdzky psychologie ucent, Praha: SPN, 1970, p. 72.

10 Cf.Jiti CERNY, Fotbal je hra (pokus o fenomenologii hry), Praha: Ceskoslovensky spisovatel, 1968, p. 11.

11 Cf. CUNDERLE and SLAVIKOVA (eds.), Hlas..., pp. 7-120.

12 Cf. Eva VYSKOCILOVA and Eva SLAVIKOVA (eds.), Psychosomaticky zdklad vefejného vystupovdni, jeho studium a vyzkum, Praha:
AMU, 2000.

13 Cf. Ladislav HEJ]DANEK, Nepredmétnost v mysleni a ve skutecnosti, Praha: Oikoymenh, 1997.

14 Vladimir CHRZ, Pfedmluva aneb Co je vlastné experimentdlni dramatika, in: Experimentdlni dramatika, Stanislav SUDA, Ceské
Budéjovice: Epistéme, 2017, p. 13.
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higher value focus related to a greater degree of the student’s sense of responsibility but also to the
internal balance.'* Changes are observable due to the distribution over time.

On the Goals and Meaning of the Research

Given that the Institute for Research into and Study of Authorial Acting at DAMU in Prague
and at the University of South Bohemia in Ceské Budéjovice runs a long-term research project
into the phenomenon of dialogue with internal partners (a certain author’s way of improvising
without specifying a situation, topic, or text)'® we can be inspired by the results of these years of
research in the field of methodology,'” art-pedagogy (a fifteen-year case study)'® or in the psycho-
logical-psychiatric field (a twenty-year case study).”

The aim of pedagogical (or therapeutic) work and the subsequent collection of research data is
to obtain evidence of the inner experience of specific participants. In this way the statements can
authentically capture the researched phenomenon. It can often be an unprofessional, naive, or
metaphorical testimony with personal or artistic overlap. However, from this partner research
point of view, any authentic statement seems to be very valuable, and it is inadmissible to interpret
and evaluate it in any way. Participants would thus become objects of research ‘on people’ or, in
a better case, ‘about people’ Due to the required continuity of activities and continuation of the
study (distribution over time), students could be influenced by the researcher’s interpretations
and evaluation attitude or could lose interest in studying. And research can only take place if
the participants themselves feel their own interest, desire, or even the need to experiment with
authorial writing and, especially thanks to authorial reading, they perceive the need to clarify
their own attitude. Therefore, authorial reading is always included as an optional subject or one
chosen from a list of compulsory possible alternatives. Longer case studies thus arise only within
the framework of study in free time. Participants from the public or graduates of full-time studies
(in the study courses which offer this discipline) take part in it.

In terms of research focus and the methodological and philosophical approach outlined above, it
will be more advantageous to talk about the meaning of research than about the goals of research.?
If it is to be a real participatory and partner research, then the partial goals of the research are
created by individual participants. They describe the phenomenon from angles that interest them.
They themselves add meaning to the phenomenon and its interpretation according to their own
interest, experience, and ability to formulate reflection with an overlap to self-reflection.” The
most important work of the researcher is to open this space for experiment and subsequent re-
flection. In this sense, he also guarantees that individual participants will not be evaluated, scaled,
or categorised according to effectiveness or contribution to scientific or artistic goals. We can set
goals for individual sub-surveys.

15 Eva VYSKOCILOVA, K nékterym metodologickym obtizim vyzkumu autorského herectvi, in: Hic sunt leones, ed. Michal CUNDERLE,
Praha: AMU, 2003, p. 129.

16 Cf. Ivan VYSKOCIL, Dialogické jedndni s vnitinim partnerem, Brno: JAMU, 2005.

17 Cf. Josef NOTA, Zkudenosti ze studia discipliny ,dialogické jednani s vnitfnim partnerem®, vypovédi pedagogu, in: Diverzita
v spoloéenskych veddch, ed. Radomir MASARYK, Magda PETRJANOSOVA and Barbara LASTICOVA, Bratislava: Ustav vyskumu
socidlnej komunikacie SAV, 2012, p. 249.

18 Cf. Stanislav SUDA, Télo a sebereflexe, in: ed. PhD existence 9 - Télo a mysl, Eva MAIEROVA, Lucie VIKTOROVA, Martin DOLEJS and
Tom4a§ DOMINIK, Olomouc: UPOL, 2019, p. 42.

19 Cf. Stanislav SUDA, Psychiatrickd kazuistika - 20 let s experimentalni dramatikou, in: PhD existence 10 - Clovék a las, ed. Eva
MAIEROVA, Lucie VIKTOROVA, Martin DOLE]S and Toma$ DOMINIK, Olomouc: UPOL, 2020, p. 168.

20 Cf. Viktor Emil FRANKL, Viile ke smyslu, Brno: Cesta, 2006.

21 Josef NOTA, Promény reflektovani v ¢ase: od reflexe discipliny dialogického jednani k sebereflexi, in: PhD existence 10 - Clovék a &as,
ed. Eva MAIEROVA, Lucie VIKTOROVA, Martin DOLE]S and Toma$ DOMINIK, Olomouc: UPOL, 2020, p. 144.



ngklxseri’ros 20;8 164

Authorial Reading in Pedagogical Study Courses of the University of South
Bohemia

In 2008, the first survey focused on authorial reading and its research was conducted. Methodo-
logically, an experiment was chosen following the example of the abovementioned research into
the phenomenon of dialogic acting. The sample consisted of 70 full-time students of pedagogical
courses at the University of South Bohemia in Ceské Budé&jovice. Experience with research into
the phenomenon of dialogic acting® has shown that a group of statements appear in compulsory
courses expressing students” fear of public authorship or acting. These are statements in which
a higher degree of anxiety appears, and the participants displace or reject the phenomenon. It is
strange situation considering the fact that these are students of pedagogical disciplines, but this
is a fact.

These students cannot self-reflect themselves and thus cannot testify about the phenomenon.
In order to avoid study and research misunderstandings in the authorial reading, students were
selected for the survey within the optional subjects area only. This at least partially fulfilled the re-
quirement of a partner approach and independence from evaluation. Successful completion of the
course consisted, as in the case of dialogical acting, in attendance, activity, and the submission of
a non-evaluated final written text, that is, a self-reflection.” After the semester’s teaching, and the
creation and reading of at least five authorial texts, students were invited to write a self-reflection
as a free form. The basic question was the effort to find out whether and possibly in what number
students understand authorial reading as a personality discipline. Based on these statements, two
basic groups of statements were created. They were arranged according to the participants’ ability
to speak publicly using their own text.

The first group was characterised by the expression of initial fears. These, however, subsided
within one semester and became, as did the nervousness of the students, milder. In this way, the
experience with the authorial reading was reflected by 50 authors who also positively evaluated
their progress within one semester.

The second group consisted of 20 self-reflections. Students described a certain overlap, and there
was an attempt to describe what exactly happens in each of the students during public reading.
This ratio also corresponds to the fact that 20 students found the courage to provide some of their
texts for publication in the proceedings. An example of self-reflection from 2007:

... Finally, there were listeners who told me their opinion on my ‘works’. I finally found out that maybe
I am able to write a little, that it’s not so bad with me, and that I can say my thoughts in Czech. And
on the other hand, I could listen to everyone else. I was incredibly surprised by their thoughts and
ideas, and I thought Yes, this is absolutely great, it is a great idea, a great topic!!” In fact, to sum it
up, I admired all my classmates, their dialogues, short stories, comments, observations of life itself.
I must say that I admired myself as well. There were so many ideas to write, so many situations,
problems, thoughts... However, it is true that it was difficult to write them, to take a piece of paper
and a pencil and start writing them all down on paper and, most importantly, to express them as

22 Stanislav SUDA, Dialogické jedndni - vyhodnocovani reflexi, in: Acta Universitatis Palackianae Olomucensis, Psychologica 37
Supplementum, Kvalitativni pfistup a metody ve véddch o ¢lovéku VI., Olomouc: UPOL, 2007, p. 168.

23 Stanislav SUDA, Nedirektivni vedeni dialogického jednani s vnitinimi partnery, in: PhD existence III., ed. Ale§ NEUSAR, Miroslav
CHARVAT, Martin DOLEJS, Denisa JANECKOVA and Roman PROCHAZKA, Olomouc: UPOL, 2013, p. 102.
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accurately as I would have imagined. I know that I didn’t succeed at times, but at least I found out
about my mistakes, i.e., I realised that I have to go for it from the other side or with a completely
different topic. On the other hand, I also know that I succeeded. There were more successful ideas,
and I am happy about that... I already know a little bit about self-reflection. I mean the way it works
for us, what can be expected from it, and its reaction in different situations. It is amazing to see its
influence on us. It is actually nice to have it.

On the Methodology

This investigation was the first step in discovering the possibilities of the methodology regarding
the phenomenon of authorial reading according to Jiranek’s scheme. This phenomenon exists,
and students discover it with their own activities and try to describe its influence. This verified
that the study of the phenomenon within the artistic-pedagogical discipline is possible. Through-
out the long-term research of experimental drama, which includes (in addition to the investigated
phenomenon of dialogical acting) the study and research of authorial reading, these statements
(a kind of research data) are stored in the archive. We are currently talking about thousands of
stored statements that are available for retrospective comparative investigations at any time.** In
particular, it is an ongoing assessment of whether the study and research is running for students
who are capable of this study.

At present, long-term research for the study course Assistant for Schools at the University of South
Bohemia in Ceské Budgjovice is also underway. Regarding non-directivity, study partnership,
and participation, the study model of optional methodological specialisations is very success-
ful. Students pass individual specialisations (personal-social education, experiential pedagogy,
reflection of religious values in education) throughout the semester and then choose a selected
specialisation with a specific teacher for a three-semester targeted study. For the purposes of the
control survey, self-reflections of 15 students were selected on the basis of semester teaching of
the discipline of authorial reading in the academic year 2019-20.

Due to the optional character of the methodological specialisation, students who do not want to
study authorial reading, that is, those who would feel anxiety or who would reject or displace it,
do not enter this part of study. The ratio of 2:3 can be deducted from the submitted statements
within the abovementioned division of groups.

The first group again included statements that expressed more anxiety and nervousness.

... After examining the terrain and surrounding conditions in the form of my classmates, I came to
the conclusion that I really do not have to feel like in a glass shop window. I should focus on myself,
my feelings, and try to relax in front of the crowd’ of people which I want and maybe I have to
get interested. Feelings of relaxation and a less sweaty T-shirt appeared at the end of the semester.
I might have an opportunity and promise for the future...

... L am very shy. Sometimes I am so nervous that I have icy hands and feet. At the same time, my
head burns as if I have a fever, and my heart is pounding like crazy. No, I am not exaggerating. I have
been fighting stress for a long time. My favourite sentence is, it is nothing serious ... but it never helps

24 Cf. Milena MATEJICKOVA, Josef NOTA, Stanislav SUDA, Observing Qualitative Changes in Psychosomatic Condition, The New
Educational Rewiew 24/2011, p. 147.
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me completely. Good deep breathing can help too, but I do not want to breathe heavily in the class
either. So I still have to grit my teeth and handle it. I have no choice. And then, during the situation
which was so stressful for me at the beginning, I sometimes enjoy it. For example, as our authorial
reading...

A very similar level of concern as in these two testimonies was recorded in the other four testi-
monies.

This time, nine statements were included in the second group. There is a noticeable study poten-
tial of these students. By way of illustration, we present passages from the self-reflection of three
students.

... I wanted to move somewhere further during these classes. I was surprised, though, as it was
a problem for me at the beginning. It was strange considering the fact that I had had the practice of
talking in front of 90 people at summer camps without any problems. But obviously there is quite
a difference between explaining the rules of a game or speaking to a group of kids and reading aloud
one’s own authorial text. So, in conclusion, I would like to say: Thanks for the non-violent force which
made me work with myself and push the boundaries of my comfort and social-zone a little further.
I'm already looking forward to the next semester and its programme...

... Since basic school, I have not liked writing stylistic work and various multi-page essays. There was
always an assigned topic, or we had to choose from several listed topics...After a long time, someone
gave me a free hand and opened my imagination. Somehow, I started to guide myself in the area of
my thoughts. I realised a lot of things and make them clear for myself. Simply, when I had something
on my mind, it usually appeared in my writings as well. Whether it was the idea that people should
spend more time with family, or that every little kindness and help can make a better day. It was
not the biggest obstacle to figure out the best topic for myself, or the writing itself. The problem was,
I would say, the presentation of our own text...

... Although it may not look that way at all, I feel a lot of progress on my own. The others may not
even notice, but it was this step out of the comfort zone, the feeling of visibility in front of everyone,
exposing oneself to criticism or embarrassment that finally allowed me to grow in some way. When
I have to present anything in front of others at school, express my opinion, or just present my thoughts,
the previous problems no longer happen. I don’t think about things which could happen, which could
go wrong, and that I will DEFINITELY ruin it. I believe I can do it, because it has happened before.
Just because I tried it and was not afraid of WHAT IFE. I started using either yes or no. Either it
will work out and I will be proud of myself, or it will not work out and nothing will happen. In the
latter case, I will start thinking about how to improve myself, how to do it differently. Now I see that
my text looks a bit like the headlines in a weight-loss motivational video. Excuse me, but I need to
comment on this a little. I just (I am sorry for the thousandth time, I don’t know how to put the
sentence together), I started to believe more in myself. It has never occurred to me how reading texts
or standing in front of a class could affect my personal life. I can say for sure that it did. And a lot. It
affected me so much that I gradually started to get rid of what I fear the most, the ‘Scarecrows’. It was
done simply by doing what I was afraid of. And who would have thought that not even a minute of
standing in front of my classmates would help me with all of this. And I am looking forward to what
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will come next. What do I dare? Maybe I will decide to talk, to show something. Who knows? I am
beginning to realise how my self-confidence and fear that something could go wrong, that I would
not be as good as expected restricted my freedom so madly. This is why I stop trying to look the way
I am expected in front of others. I am just trying to be myself. I do what I enjoy, I say what I think,
and I am not thinking so much about how others see me. Whether it was embarrassing, weird, or
crazy. And in fact, I started to enjoy trying out the uncertainty, playing with feelings and emotions.

These ongoing surveys are used to control the usefulness of the study on the basis of the method-
ological condition concerning the optional character of studies. This also verifies Jiranek’s thesis*
that in creative study it is about interest, need, and attitude. These are far more important than
skill, habit, and application.

Study of Aspects of Authorial Work

These self-reflections also refer to the suitability of connecting the discipline of authorial reading
with dialogical acting (the abovementioned certain authorial way of improvising without speci-
tying a situation, topic, or text). They discover the possibility provided by the study of dramatic
situations and authorial acting. Students begin to realise that, in a safe space, they can dare to
enter uncertainty and try to act out emotions. On the basis of feedback, they can find out the
authenticity of their own expression.

Due to the mentioned specificity of non-standardised statements, we methodologically ap-
proached a qualitative study within the bachelor thesis,* masters thesis*” and a prepared doctoral
project.”® Its results are published here for the first time. As part of these surveys, an effort was
made to find out the authors’ feelings during writing, the effects which public reading has on
them, and the content which is projected into their texts.

The research was divided into two parts. In the first part, five in-depth semi-structured inter-
views were conducted. They were subsequently analysed using open coding. This process was
then followed by the technique of card sorting. Within this part, a simple deliberate selection of
the sample was chosen. The condition was the completion of at least two semesters of authorial
reading, as it takes time before the initial nervousness subsides and the author is able to deepen
his self-reflection. Four women and one man took part in the interview. This ratio correspond-
ed to the actual gender distribution of the authorial reading participants. The second part of
the research was formed by the students” self-reflections which were completely unstructured.
Self-reflections from 2007, 2008, 2010, 2011, and 2013 were analysed. As there was no criterion,
self-reflections of students who completed only the first semester of authorial reading appeared
quite often. The method of analysis was similar to the interviews and a total of 178 self-reflections
were part of the research, where the ratio of men and women again corresponded to the actual
distribution within the subject. As part of the analysis of in-depth semi-structured interviews, we
obtained a total of 11 categories. From the analysis of unstructured self-reflections, 15 categories
emerged.

25 Cf. JIRANEK, Pedagogickd psychologie...

26 Cf. Renidta MIKULOVA, Psychoterapeutické aspekty autorské tvorby. Ceské Budéjovice, 2015. Bachelor thesis (BA). University of South
Bohemia in Ceské Budéjovice. Faculty of Education. Thesis supervisor Dr Stanislav Suda.

27 Cf.Renata MIKULOVA, Autorské cteni - studie osobnostnich aspektii. Ceské Budéjovice, 2018. Diploma thesis (MA). University of South
Bohemia in Ceské Budéjovice. Faculty of Education. Thesis supervisors: Dr Alena Nohavova and Assoc. Prof. Stanislav Suda.

28 Cf. Jan HENDL, Kvalitativni vyzkum: Zdkladni metody a aplikace, Praha: Portal, 2005.
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After three years, the research was repeated. Based on the abovementioned findings, a qualitative
study was performed which was divided into two main parts. The first part represents the analysis
of in-depth semi-structured interviews. We obtained a total of seven interviews (n = 7). There
were five women and two men aged 22 to 35 years involved. A criterion was chosen in the form
of completing at least three semesters of authorial reading at PF JU. The interviews were analysed
using open coding. We sorted the resulting categories according to the frequency of the codes,
and we interpreted them using the card sorting. The result was a total of 22 categories. The second
part of the research is the analysis of written student self-reflections. We selected a total of 236
self-reflections (n = 236). They were written by 198 women and 38 men. Reflections were collected
in 2012-16, and no criteria were selected for the selection. The result was a total of 14 categories.
These were then compared with the categories which were obtained in the analysis of interviews.

Thanks to the unstructured character of self-reflections, we obtained some categories which were
not in the area of our primary focus. The main purpose of this research was to explore and map
the area of authorial reading, as there is not much knowledge of this area so far. We found that the
authors mainly perceive writing texts and their subsequent reading in public as a possible way of
self-expression and an opportunity for personal development. The latter mainly lies in reducing
nervousness and fear, improving oral and written expression and, last but not least, in increasing
the author’s confidence.

Based on a comparison of both research surveys, we established ten important categories.

Interpretation of the Most Important Categories

Projection of current states and contents. This category applies to everything that authors pro-
ject into their texts. We most often encounter current experiences, thoughts, feelings, and events
from the author’s life, both in a positive and negative sense. It is no exception that the authors,
through their texts, express opinions or feelings that they would not express in public otherwise.
They use writing in the 3™ person, metaphors, or abstractions.

Expectations of negative reactions. The category called ‘expectations of negative reactions’ is
directly related to the previous category. Because the authors perceive their texts as personal,
often intimate, and have not been accustomed to presenting anything of their own to the public,
there is a great deal of expectation of negative reactions to their work. The most common nega-
tive reactions that the authors expect are misunderstanding, rejection, ridicule, or being cut off.
What we initially encounter, in the case of almost all authors, is the fear that their text will not be
communicative.

Freedom and fear of freedom. Within this discipline, the authors are not limited by anything.
Their only task is to write a text. They have no topic, feature, or minimum or maximum text
length specified. Most authors are initially paralyzed by this freedom, but later it motivates them
to continue in their writing. The authors describe it as a choice of their own topic, non-binding,
or open-mindedness. Within the written self-reflections, however, one group of authors could not
overcome the initial paralysis caused by this freedom. Their fear is described as a certain block
which does not allow them to write a text and causes them distrust, insecurity, limits their sense
of security, and, on the contrary, strengthens the expectation of negative reactions. These authors
express the need for some guidance or direction.

The theme of nervousness. In almost every self-reflection and conversation, we encountered the
topic of nervousness. Authors are not initially sure of their texts and do not have much courage to



169 ;820 CCJgkl/seri’rcs

try or search for new forms. So, it usually accompanies everyone, at least in the beginning. Most
often, nervousness manifests itself as an overly fast pace of reading.

Self-expression and fear of self-expression. This category is closely related to freedom. Many
authors are motivated to write and read their texts precisely because they are given the opportu-
nity to produce something that is based on their personality, that is only theirs. In most cases, the
possibility of self-expression is understood positively. But even within the self-reflection, there is
a group of authors who show concerns about self-expression. These authors are afraid of revealing
themselves to other authors. Again, for them, such fears are a block that prevents their authorial
work.

Within the framework of self-reflections, several important categories appeared which we did not
encounter during the interviews. This can be explained by the fact that, in interviews, a certain
criterion for the selection of respondents was chosen. They were semi-structured as well. The
written self-reflections, on the other hand, were completely unstructured, and no criteria were
chosen here.

Feedback. After reading the text, students have the opportunity to comment on the text and
the author’s presentation. This feedback is completely voluntary, but it is very important for the
authors. Authors often express the need for feedback. It allows them to develop further and, quite
often, deepen their self-reflection. It often becomes a motivation. Feedback can, among other
things, confirm the rightness of their direction, prove the communicability of their texts, and
assure the feeling of security. Thus, it helps to eliminate the author’s expectations of negative
reactions.

The game. The progress coming from many years of experimentation, self-reflection, and publi-
cation of ideas gradually leads to the discovery of the game as such.” Within the self-reflection,
the group of authors describes the phenomenon of the game as such, or they talk about situations
where they find themselves simply having fun just because of the activity itself. Some of the au-
thors even understand the game as the most important part of the authorial work.

Challenge. Some authors understand authorial reading as a challenge or a stimulus. In the be-
ginning, they are aware of the fact that writing, public reading, or performing generally do not
belong to one of their strengths or favourite and sought-after activities. Later, however, they want
to overcome this, and, in most cases, they succeed.

Self-knowledge. After several public readings, the authors describe better self-knowledge, that is,
to a greater extent, they notice content and expressions that they have not yet perceived or paid
such attention to, and they are able to reflect upon them all.

Problem solving / therapy. As we have already described above, authors often look for answers
through their texts, solve their dilemmas and problems, or try to cope with something. More
than once in these situations, they choose the technique of ‘solving it by writing it down’ The
subsequent reading of the text helps them to close the whole matter.

Personality Overlap of the Phenomenon of Authorial Reading

The categories indicate the suitability of including authorial reading among the study disciplines
of personality development. Another finding was that only long-term students can observe the
development of understanding of concepts and, at the same time, a qualitative change in the

29 Cf. Stanislav SUDA, Sebereflexe - zdklad studia dialogického jednani, in: ACORdt, 2 (1), Brno: Masarykova univerzita v Brné, 2013, pp.
3-10.
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development of written self-reflection based on verified experience. And really good research
requires long-term monitoring. In the case studies within the research into the phenomenon of
dialogic acting, this development is captured in those cases that are researched for at least 10 years
(case studies Jana, Tomas, Slavek, Zuzana, Pepicek).”® Based on repeated and reflected experience
with this phenomenon, a way of thinking about personality content or topics is evolving. In other
words, the importance of self-reflection increases.

If we deal with the topic of self-reflection and its development or cultivation, we meet the personal
and ethical level of the way of thinking of each individual.*" Existing research investigations point
to the importance of self-reflection. I deliberately emphasise self-reflection — as a testimony of the
continuous process of cultivation of personality maturation. Self-reflection is often interpreted, in
a positivist way of thinking, as a closed form. It is an artifact intended for evaluation, instruction,
effective use: “The goal is to evaluate oneself, decide what should be changed and how to do it,
choose a strategy for the future*> Based on long-term research, this proves to be disadvanta-
geous. The path to an authentic discovery of inner motives and self-reflection on the basis of an
unexpected experience is a long-term one. It requires a safe atmosphere, an independent choice
of discipline, and, especially, time. Therefore, the concept of the meaning of self-reflection as ‘an
awareness of the contents of one’s consciousness, personality characteristics, as well as the results
of background actions, respectively the results of actions in confrontation with moral norms or,
at least, images of the ideal self’* appears to be a more familiar one.

Conclusion

Unfortunately, research into the phenomenon of authorial reading was interrupted in 2018 and
2019 for personnel reasons, and thus the continuity of research of the self-reflection in the case
of more advanced students was disrupted. Due to the coronavirus situation in 2020, students
have not yet been able to return to leisure time studies, but, in twelve cases, they repeatedly show
interest in continuing their studies.

The aim of this study is to outline the possibilities of a truly participatory and partnership way of
studying personality disciplines as a non-directive approach, of which the result is only the testi-
mony of participants. In this respect, the study of the phenomenon is conditioned by the interest
of the participants, and therefore it is not possible to build the research on interpretive models or
on assessing the effectiveness of individual components of the means of expression. The essence
of long-term research is the authorship which is reflected in the feedback of listening students. It
is aimed at the formation of self-reflection, not at interpretive skills which lead to an effective use
(learning, commercial, artistic goals).

Authorial reading also has an experimental form at the clinical workplace in a small school: in
his dissertation* Josef Nota outlined the possibilities of experimental drama in primary school
education. At present, he is expanding his research in the same school in the area of authorial
reading. Together with an extensive archive of self-reflection concerning students of pedagogical
disciplines of the University of South Bohemia in Ceské Budéjovice, a comprehensive picture of

30 Cf. Stanislav SUDA, Experimentdlni dramatika, Ceské Budéjovice: Episteme, 2017.

31 Cf. Horst HEIDBRINK, Psychologie mordlniho vyvoje, Praha: Portal, 1997.

32 Jan PRUCHA, Eliska WALTEROVA and Jifif MARES, Pedagogicky slovnik, Praha: Portal, 1995, p. 196.

33 Vladimir SMEKAL, Pozvdni do psychologie osobnosti, Brno: Barrister & Principal, 2004, p. 353.

34 Cf. Josef NOTA, Dialogické jedndni jako mozZnost rozvoje osobnostnich dispozic ucitele. Ceské Budéjovice, 2014. Dissertation (Ph.D.).
University of South Bohemia in Ceské Budéjovice, Faculty of Education. Thesis supervisor Assoc. Prof. Stanislav Suda.
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the pedagogical possibilities of this discipline is created.

Especially, I would like to thank Mgr. Renata Mikulova for cooperation and analysis of data from
the archive of self-reflections and to careful opponents who, with honest work, help to clarify the
research line of long-term monitoring of this phenomenon.
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Studie Varia

Komunitni bydleni pro seniory jako zdroj socialni

opory a prevence socialniho vylouceni’
Adéla MojzisSova, Dagmar Dvorackova, Miroslav Bartak

Abstrakt:

Od konce 80. let minulého stoleti se v zahranici etabluje koncept komunitniho bydleni pro
seniory. Vyhody a nevyhody této alternativy bydleni starnouci generace jsou diskutovany
v kontextu rGznych teoretickych vychodisek i praktickych pfistupt. Cilem ¢lanku je nabid-
nout pohled na vyhody a nevyhody tohoto konceptu z pohledu obyvatel téchto komunit
v zahranici. Bylo provedeno devét polostrukturovanych rozhovorl s obyvateli a spravkyni ko-
munitniho bydleni v Rakousku, Némecku, Déansku a Svédsku. Rozhovory byly vyhodnoceny
pomoci programu Atlas.ti 7. Ze strany informantu je komunitni bydleni seniorll hodnoceno
prevazné pozitivné, negativa podle jejich vypovédi vyplyvaji z problému, které souvisi se so-
cializaci v rdmci komunity. Poznatky z realizovanych rozhovoru jsou v souladu s dalSimi jiz
provedenymi vyzkumy a naplnuji postulaty o vyhodach komunitniho bydleni senior(, stejné
tak potvrzuji v odborné literature jiz formulované nevyhody. Pfi zvazeni vSech v rozhovorech
verbalizovanych vyhod a nevyhod komunitniho bydleni pro seniory mize byt tento typ byd-
leni vitanou alternativou také pro urcitou ¢ast populace senior(i Ceské republice.

Klicova slova: komunita, bydleni, cohousing, starnuti, seniofi

Uvod

V Ceské republice roste ve viech krajich pocet obyvatel ve véku nad 65 let. Podle udaja CSU
predstavoval v roce 2001 podil seniort v populaci 13,1 %, v roce 2017 to bylo 19,2 % a odhad pro
rok 2050 ¢ini 28,6 %.> Nartst poctu obyvatel v tomto véku je v zemich s vysokym pfijmem dan
rustem stfedni délky zivota v disledku snizovani imrtnosti.’ Tato situace i jeji predpokladany
vyvoj prinasi celou fadu vyzev. Jak ti, ktefi socialni politiku tvori, tak ti, kterym je urcena, na tyto
vyzvy reaguji. Vyvstavaji nové problémy a rozvojové prilezitosti, véetné diverzity v prozivani sta-
i1, pfetrvavajicich socialnich nerovnosti a stereotypt i ménicich se ocekavani. Lze shrnout, ze se

1 Tento ¢&ldnek je finanéné podporen programem TA CR v rdmci projektu Model péce o seniory v pobytovych zatizenich v konceptu
ttistupriového bydleni (TL 01 0000 32).

2 © Cesky statisticky Gfad, Vékové struktura populace se vyrazné méni (on-line), dostupné na: https://www.czso.cz/csu/czso/vekova-
struktura-populace-se-vyrazne-meni, publikovano dne 29. 3. 2019, citovano dne 5. 9. 2020.

3 WHO, World report on Ageing and Health, Luxembourg: World Health Organization, 2015, s. 3.
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méni celkovy kontext, ve kterém starnouci populace zije.*

Jednou z vyznamnych otazek spojenou se starnouci generaci je uspokojovani potreby bydleni
- od nezavislého bydleni, pres bydleni mezigenera¢ni az po bydleni, respektive ubytovani v kon-
textu systému socialnich ¢i sluzeb zdravotni péce. Podminky bydleni a jeho umisténi predstavuji
vyrazny faktor kvality zivota seniori, kdy se vyznamnym aspektem bydleni starsi populace stava
jeho udrzitelnost v ramci procesu starnuti.> Dilezitymi prvky bydleni, které zohlednuje potteby
starnouci populace, jsou dostupnost ve fyzickém smyslu zajistujici komfort a bezpe¢nost bydlent,
podpurné sluzby zahrnujici asistenci v oblasti kazdodennich a kazdodennich instrumentalnich
potfeb a v neposledni fadé socializace zprostredkovavajici celé spektrum socialni interakci, kte-
ré umoznuji emocni a praktickou podporu v zZivoté star$ich.® Vyznamnym konceptem, ktery
1ze uplatnit pro porozuméni otazce bydleni starnouci generace, je ramec ,,cest bydleni“ (housing
pathways)’, coz je koncept, ktery ve srovnani s pristupem tzv. ,kariéry bydleni“ nebo ,trajektorie
bydleni® vice implikuje nelinearnost variant bydleni a moznost hledani alternativnich cest zivot-
niho prostredi (bydleni), umoznujicich prozivani smysluplnosti a $tésti v zivoté.® Jednou z téch-
to cest je také bydleni v ramci komunity. Komunita jako takova a pocit komunity jsou dal$imi
koncepty, které implicitné nabizi moznost lepsiho zivota v kontrastu s izolovanym a osamélym
zivotem potencialné souvisejicim s individualnim bydlenim.’

Komunitni bydleni seniorii

Jednou z moznosti bydleni seniorti je takzvané komunitni bydleni, které v nékterych zemich pred-
stavuje moznou a v nasich podminkach doposud méné znamou alternativu bydleni starnouci ge-
nerace. V tomto zptsobu bydleni lidé organizuji sviij zivot spolecné, sdili spolecné prostory, jako
je kuchyné, spolecenska mistnost, jidelna, pradelna, télocvi¢na, kolarna nebo zahrada. Jednotlivé
byty vsak zachovavaji soukromi obyvatel. Klicem k uspéchu je socialni zaméreni cohousingu,
nads$eni a smysl spolumajitel pro komunitu a jejich velmi pozitivni postoj k socialni interakci.'
S problematikou cohousingu tzce souvisi i problematika moci, resp. fuze kontroly a péce v mo-
dernich institucich."" Autofi pracuji s pojmem pecujici architektura a ovladajici architektura.'? Dle
téchto autortl je zfejmé, ze cohousing poskytuje individualizovanou péci o seniory, kde je zjed-
nano soukromi, autonomie a dustojnost klientt. Jsou zde zfetelné oddélené soukromé prostory
od vefejnych v siti vztaht seniorti. Cohousing nabizi svym seniort bezpecné bydleni v komunité.
Podle rady vyzkumu' je komunitni bydleni faktorem zlep$eni kvality Zivota vétiny jeho obyvatel,
a to pravé diky komunitnim aktivitam, blizkym socialnim kontaktim navozujicim pocit bezpedi,
dale jednoduché dostupnosti praktické podpory a moznosti vyuzit v pripadé zajmu spolecnost
obdobné smyslejicich lidi. Dulezita je také skute¢nost, ze zivotem v ramci komunitniho bydleni

4  WHO, World...,s. 12.

5  Stephen FROCHEN - Jon PYNOOS, Housing for the Elderly: Addressing Gaps in Knowledge Through the Lens of Age-Friendly
Communities, Journal of Housing For the Elderly 2/2017, s. 160.

6  FROCHEN, Housing..., s. 161.

7 David CLAPHAM, Housing Pathways: A Post Modern Analytical Framework, Housing, Theory and Society 2/2002, s. 63.

8  Outi JOLANKI - Anni VILKKO, The Meaning of a “Sense of Community” in a Finnish Senior Co-Housing Community, Journal of
Housing For the Elderly 1-2/2015, s. 111.
JOLANKI - VILKKO, The...,s. 121.

10 Henrik LARSEN, Three phases of Danish cohousing: tenure and the development of an alternative housing form, Journal Housing
Studies 8/2019, s. 1364.

11 Ebba HOGSTROM, Caring Architecture Institutions and Relational Practice, Newcastle upon Tyne: Cambridge Scholars Publishing,
2017, s. 116.

12 Tamtéz, s. 28-29.

13 JOLANKI - VILKKO, The...,s. 111.
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dochazi ke zmocnéni starsich lidi a naplnéni dobrého ¢i lepsiho stari.'* Studie ukazuji,”” Ze komu-
nitni bydleni seniortt ma také potencial z hlediska udrzitelného urbanniho planovani a podporuji
socialni soudrznost stejné jako participaci budoucich obyvatel (vlastnikd, pokud jde o soukromé
financovani) pfi tvorbé projektd komunitniho bydleni, které se v§ak casto neobejde bez urcitych
kompromist.

Myslenka komunitniho bydleni byla poprvé uplatnéna v Dansku v roce 1987, kdy byl jako inspi-
race vyuzit skandinavsky model mezigenera¢niho komunitniho bydleni.'® Idea komunitniho by-
dleni pro starnouci populaci se nasledné rozsifila do dalsich statd, v Evropé napriklad do Finska,
Nizozemska, Rakouska, Némecka, Polska nebo Francie, v zamofi pak do Spojenych statt americ-
kych nebo Kanady, Australie ¢i dalsich zemi. V ramci komunitniho bydleni seniorti je vyuzivan
mimo jiz vySe popsané také pristup gerontotranscendentalni teorie starnuti,'” ktera se zamétuje
na rovinu presahu, socialni rovinu a rovinu osobni (osobnostni), kdy ma komunitni bydleni pre-
nesené potencial naptiklad pro omezeni strachu ze smrti, zlepSeni propojeni mezi generacemi az
po zvyseni vlastniho sebepfijeti a altruismu. Rusovic a kolektiv uvadi jako vyhodu komunitniho
bydleni seniord, ze predstavuje feSeni pro starsi, ktefi nechtéji zit v institucich (napfiklad pobyto-
vych socialnich sluzbach), ale zaroven preferuji spole¢nost stejné starych lidi."®

Glass na zakladé longitudinalni studie uvadi nékteré divody vedouci k dlouhodobému vyuzivani
tohoto typu bydleni. Zahrnuji navazani pratelskych vztahti — existence pratel v komunitnim by-
dleni, umisténi bydleni, jiz vy$e zminovany pocit komunity a vzajemné podpory, ale také hrdost,
ktera byla v konkrétnim pripadé spojena s tim, Ze tcastnici studie danou komunitu vytvorili.”
Naopak mezi divody, které vedly k opusténi komunity, byla vyjma umrti jmenovana potieba
zdravotni péce a podpory, ktera nebyla v ramci komunitniho bydleni moznd, dale prani byt blize
roding, finan¢ni diivody (komunitni bydleni mutze byt jak komercni, tak i vefejné podporované),
ale také moment, kdy obyvatel komunity dosel k zavéru, Ze komunita pro néj neni vhodny format
bydleni, ptip. ze Zivot v komunité byl zatézujici.

Cilem predkladaného ¢lanku je na zakladé polostrukturovanych rozhovort s obyvateli a organi-
zétory komunitniho bydleni pro seniory v Rakousku, Némecku, Svédsku a Dénsku poskytnout
vhled do vyhod a nevyhod tohoto typu bydleni pro potencialni zvazeni uplatnéni tohoto kon-
ceptu a vytvoreni prostoru pro dalsi vyzkum potencialu komunitniho bydleni seniort v kontextu
Ceské republiky.

Metody a data
Vyzkumny soubor

Vyzkumny soubor byl tvoren zastupci obyvatel komunitniho bydleni seniort. Celkem bylo pro-
stiednictvim elektronické komunikace osloveno priblizné 50 projekti komunitniho bydleni Evropé,
a to na zakladé dostupné databaze téchto projektii.”® S ucasti ve vyzkumu souhlasilo sedm komunit.

14 JOLANKI - VILKKO, The...,s. 114.

15 Lidewij TUMMERS, The re-emergence of self-managed co-housing in Europe: A critical review of co-housing research, Urban Studies
10/2016, s. 2023.

16 Sheery CUMMINGGS - Nancy P. KROPF, Forward for Active Older Adults, London: Springer, s. 9.

17 Tamtéz,s. 15-16.

18 Katja RUSINOVIC et al., Senior Co-Housing in the Netherlands: Benefits and Drawbacks for Its Residents, International Journal of
Environmental Research and Public Health 16/2019, s. 9.

19 Anne GLASS, A longitudinal Study at an Elder Cohousing Community: after 10 Years, Who left and Who's left?, Innovation in Aging
1/2017, s. 305.

20 © Gemeenschappelijk Wonen voor gemeenschappelijk wonen in al haar vormen (on line), dostupné na: http://www.
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Informantky a setting

Celkem bylo uskutecnéno 9 polostrukturovanych rozhovort, a to v Rakousku, Némecku, Svédsku
a Dansku. Rozhovory probihaly face to face v uvedenych statech s obyvatelkou (spravkyni objek-
tu) dané komunity. Zakladni charakteristiky informantek jsou uvedeny v tabulce ¢. 1.

Tabulka ¢ 1. Zdkladni charakteristika rozhovorti

Odkud Pozice Vék | Pohlavi Délka rozhovoru
Rakousko I spravkyné 42 Zena cca 2 hodiny
Rakousko II | obyvatelka 69 Zena cca 2 hodiny
Némecko obyvatelka 67 Zena cca 1 hodinu
Svédsko I obyvatelka 68 zena cca 2 hodiny
Svédsko I obyvatelka 67 Zena cca 2 hodiny
Svédsko I1 obyvatelka 70 Zena cca 2 hodiny
Svédsko 11 obyvatelka 65 zena cca 2 hodiny
Dansko I obyvatelka 48 Zena cca 2 hodiny
Dansko IT obyvatelka 71 Zena cca 1 hodinu
Metody

Byla pouzita kvalitativni vyzkumna strategie, technika polostrukturovaného rozhovoru s délkou
rozhovori od jedné do dvou hodin.

Scénar rozhovoru

Scénar rozhovoru zahrnoval kromé otazek tykajicich se vyhod a nevyhod komunitniho bydleni
také otazky, které se vztahovaly k faktorim starnuti v ramci komunitniho bydleni a k vnimani
filosofie komunitniho bydleni, a otazky, které se vénovaly hodnoceni silnych, slabych stranek,
ohrozeni a prilezitosti komunitniho bydleni z pohledu informanta.

Zpracovani dat

Ziskana data byla zpracovana metodou otevieného, axidlniho a selektivniho kédovani, dale pak
za pouziti dil¢i metody zachyceni vzorct a kontrastovani, a to v programu Atlas.ti 7.*' Postupem
otevieného kddovani byly vytvoreny zakladni kddy, které byly nasledné na zakladé souvislos-
ti kategorizovany v ramci rodin kédu. Klasické axialni kddovani v ramci kategorii v§ak nebylo
vyhovujici pro interpretaci dat, proto doslo pfi vizualizaci kdda k postupu hledani vztahti mezi
quotations. K tomuto postupu byla vyuzita data separatné podle jednotlivych zafizeni, které byly
vzajemné spojeny, a aZ posléze doslo k axidlnimu kédovani quotations a kédti mezi sebou. Po
provedenti téchto krokt axialniho kédovani pro jednotlivé oblasti bylo pfistoupeno k naslednému

gemeenschappelijkwonen.nl/community-addresses, citovano dne 5. 9. 2020.
21 © ATLAS.ti 7 Windows English (on-line), dostupné na: https://atlasti.com/video-tutorials/atlas-ti-7-windows-english/, publikovano
dne 28. 7. 2015, citovdno dne 5. 9. 2020.
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rekddovani, pfi némz vznikly nové kédy konkretizujici vyznamy sdéleni a tyto kody byly dopln-
kové axialné kddovany jako dil¢i kategorie. Konkrétné se jednalo o metody s prvky vylozeni karet,
metody zachyceni vzorct a kontrastovani.

Etické aspekty prace

Projekt vyzkumu byl projednan a odsouhlasen k realizaci Etickou komisi Zdravotné socialni fa-
kulty Jiho¢eské univerzity v Ceskych Budéjovicich.

3. Vysledky

Vnimané vyhody komunitniho bydleni
Jako vyhody a silné stranky komunitniho bydleni informantky uvadi zejména vzajemnou toleran-

ci a uctu; pestrou nabidku volnocasovych aktivit; spolupodileni se na finan¢nich provoznich na-
kladech; moderni bydleni s diirazem na spolecenské sdilené prostory; komunitni zivot — spole¢né
rozhodovani, spoluprace v péci o diim, zahradu; usnadnéni zivota - spole¢né vareni, nakupovani,
sdileni nékterych véci - kola, sekacky, auta, zahradni nacini aj.; skupinové feseni pripadnych pro-
blémt a prevence osameéni. Z pohledu uspokojovani individudlnich potfeb v komunitnim bydleni
verbalizuji informantky jako zasadni pocity bezpeci a pratelstvi a moznost sdilet s ostatnimi lidmi
podobné vékové skupiny své radosti a trapeni. Vyzdvihovaly moznost podpory v pripadé potieby
- sousedskou vypomoc pri ndkupech, v nemoci i pfi feSeni riznych Zivotnich udalosti.

Vyse uvedené doklada jedna z informantek: ,, Velka vyhoda je v socidlni oblasti. Je to mozZnost sdilet
komunitni Zivot, a tak netrpét ve stdari nebo v nemoci samotou. Zdiiraznila bych nds ,komunitni po-
cit Rekla bych, Ze se citim méné osamocend. Ze se mi sndze sndseji zdravotni problémy, kdyz nejsem
deprimovand nebo osaméld. Pokud je v nasem komunitnim Zivoté néjaky problém, priméje mé to
premyslet, jak ho fesit. Mohu se ucit.“ Dale 1ze vyhody komunitniho bydleni dolozit napfiklad tim-
to tvrzenim: ,,Rekla bych, Ze se mohu ucastnit, ale nemusim. Mohu mit dvere cely den zaviené nebo
oteviené a mohu si naptiklad nékoho pozvat na sklenicku, kdyZ mdam narozeniny.“ Dal$i vnimané
vyhody dobfe ilustruje nasledujici odpovéd: ,,Mezi hlavni vyhody bych uvedla sdileni. Sdileni nd-
padii, véci a také, Ze mdte dobry socidlni Zivot. A ten socidlni Zivot, napt. kdyzZ nejste dostatecné mo-
bilni, mdte moZnost Zit bohaty socidlni Zivot uvniti komunity. To je nejvétsi vyhoda. Za dalsi vyhodu
povazuji spolecnd jidla, piijcovani si véci navzdjem, sdileni auta, vlastné sdileni cehokoliv (spacdky,
ndaradi atd.). Nemusite vSechno kupovat. To je velkd vyhoda. Mdme zde mistnost s vécmi, které se
sdileji. Jsou tam véci, které nékdo nepotiebuje a miiZete si je vzit. Je to velmi vyhodné. Je to takovy
rozsiteny rodinny systém. Je to mix prdtelstvi a rodiny.“ Verbalizovana je rovnéz moznost klidného
souziti. ,,... Hlavné klidné souZiti s ostatnimi obyvateli podobné filozofie a zdjmi, Ze zde lidé nejsou
nikdy sami a maji podporu ostatnich.“

Vnimané nevyhody komunitniho bydleni
Jako nevyhody a slabé stranky uvadi informantky predevsim urcitou ztratu anonymity, nutnost

participace na spole¢nych aktivitach a jejich velké mnozstvi, nutnost prizptisobovat se, ale také
rozdily ve sdilenych hodnotéach.

Toto dokladaji odpovédi informantek: ,,Spolupracovat v komunité neni vZdy snadné. Ne kazdy je
urcen pro tento druh Zivota. Je tfeba hodné tolerance a trpélivosti.“ Mnozstvi aktivit verbalizuje
jedna z informantek nasledovné: ,, Urcitd nevyhoda miiZe byt to, Ze lidé tikaji, Ze je ptilis aktivit,
hodné akci. A oni se citi unaveni a nechtéji se téch akci ticastnit.“ Dal$i vinimanou nevyhodou ze
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strany informantek je zajisténi dvéryhodnych osob do spravy komunitniho bydleni, coz doklada
napiiklad tento vyrok jedné z informantek: ,,Nékdy miize nastat problém, kdyz potiebujete najit
diwvéryhodné lidi pro zajisténi sprdavy.

Mezi dalsi pozadavky, které je podle informantek nékdy tézké naplnit, patii, ,,... Ze obyvatelky
musi byt ochotné ,pracovat’ na sobé, ticastnit se prdace v komunité, protoZe se mohou vyskytnout
i lidé, kteri se snazi komunitniho ducha narusit. Proto je nutnd neustdld ptipravenost probirat
a fesit problémy, coz miiZe byt nékdy stresujici a frustrujici.“ Verbalizovana byla také otazka rozdilu
v hodnotach: ,, Prilis velké rozdily v hodnotdch mohou vést ke konfliktiim. Pokud se nékdo prestéhuje
a z néjakého ditvodu se nezajimd o komunitu, miiZe to byt problém.“

Zhodnoceni

Ve vypovédich prevazuji pozitivni zkuSenosti s komunitnim bydlenim (cohousingem). Infor-
mantkami je vyzdvihovana zejména vzajemnd podpora, spoluprace, sdileni, moznost netrpét
osameénim, tolerance a tcta k druhym. Informantky uvadi spole¢nou realizaci rtiznych ¢innosti,
ve kterych se vzajemné podporuji. Na druhou stranu citlivé vnimaji potfebu soukromi a respek-
tovani specifickych pottreb kazdého jednotlivce, ktery si zvolil zivot v tomto typu bydleni. Vy-
znamné je hodnocena vzajemna sousedska vypomoc a mezigenerac¢ni solidarita. Informantky za
nejvyznamnéjsi silnou stranku tohoto typu bydleni v seniorském véku povazuji socialni interakci
mezi obyvateli a niz$i riziko vzniku pocitu osamélosti, uvadéji vSak i pocitované nevyhody a slabé
stranky, které vyplyvaji z urcité ztraty soukromi ¢i nutnosti stale se adaptovat na zivot v komunité.

Tabulka ¢. 2: Hodnoceni slabych a silnych stranek komunitniho bydleni

Silné stranky Slabé stranky

vzajemna tolerance a tcta ztrdta anonymity

pestra nabidka volnocasovych aktivit nutnost aktivni participace na spole¢nych akcich
spolupodileni se na finan¢nich provoznich obtize pti navazovani vztahi

nakladech

moderni bydleni s diirazem na spolecenské sdilené | neshoda, pokud ma nékdo jiny Zivotni styl
prostory

komunitni Zivot - spole¢né rozhodovani neschopnost prizptsobit se vétsiné
spoluprace v péci o dim, zahradu prili§ mnoho raznych aktivit

usnadnéni zivota — spole¢né vareni, nakupovani neochota pracovat na sobé

sdileni nékterych véci - kola, sekacky, auta, nutnost neustalé pripravenosti fesit problémy

zahradni nacini aj.

skupinové reseni pripadnych problémi nezajem o komunitni zptisob zivota
prevence osaméni velké rozdily v hodnotach

pocit bezpeci

pratelstvi

sdileni radosti i trapeni ve spolecenstvi svych
vrstevnika
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Diskuse

Informantky uvéadi jako vyhody a silné stranky komunitniho bydleni naplnéni potteb kvalitniho
bydleni, bezpeci, mezilidskych vztahi a zivot v komunité lidi se stejnymi hodnotami a ve stejné
etapé Zivota. Zivot v rdmci komunity jim vSak pfindsi také urcitd omezeni, ktera vnimaji jako
problémy a slabé stranky. Jde predevsim o urcitou ztratu anonymity, nutnost participace na spo-
lecnych aktivitach a v nékterych pripadech také problémy v souziti s ostatnimi ¢leny komunity.
Kladna hodnoceni komunitniho bydleni v8ak jasné prevazuji nad vnimanymi nevyhodami.
Poznatky z provedenych rozhovort jsou v zdsadé v souladu s dal$imi jiz provedenymi vyzkumy
a naplnuji postulaty o vyhodach komunitniho bydleni seniori tak, jak je uvadi i soucasna odbor-
na literatura. Co se tyce vyhod komunitniho bydleni pro seniory, vysledky rozhovort se shoduji
s aktualnimi poznatky Cummingsové a Kropfové* ¢i se star§imi pracemi Jolankiové a Vilkkové®.
Stejné nevyhody a slabé stranky komunitniho bydleni seniord, které uvadély respondentky vy-
zkumu, jsou zminovany v praci Glassové*.

Ackoliv jak v rozhovorech, tak i dostupné literatute prevlada pozitivni hodnoceni komunitniho
bydleni seniorek a seniord, je tfeba vzit v uvahu, Ze neni mozné zvolit do budoucna jen jeden
nejlepsi zptsob bydleni pro seniory, jak uvadi naptiklad Tummers s doporucenim, aby byl vzdy
bran ohled na individudlni potfeby seniora, jeho rodiny, stejné¢ jako na udrzitelnost zvoleného
zpusobu souziti ve stari i kontext prostredi.”> Model komunitniho bydleni pro seniory, jak je uplat-
novan v zahranici, nabizi mozny a zajimavy pfistup k bydleni pro tuto vékovou skupinu zalozeny
na sdilené vizi a hodnotach, které maji potencial pro naplnéni fady potieb seniort odvozenych
¢i souvisejicich s bydlenim. Cohousing se jevi jako populdrnéjsi a udrzitelnéjsi nez jiné formy
komunitniho bydleni, které viak nejsou v tomto ¢lanku popisovany ani analyzovany. Rozhovory
byly realizovany v zemich s do ur¢ité miry odli$nou historickou a kulturni tradici, stejné jako
s riznymi modely financovéni realizace projekti komunitniho bydleni seniort s tim, Ze v né-
kterych komunitach, kde rozhovory probihaly, se nejedna o bydleni vylu¢né starsi populace, ale
o mezigenerac¢ni komunitni bydleni, coz mohlo ovlivnit odpovédi nékterych informantek. Pro
pripadné vyuziti zahrani¢nich zkuSenosti u nas je tieba zahrani¢ni poznatky adaptovat na nase
domaci podminky a jim odpovidajici potieby seniori. Vyzvou je také aktivni zapojeni seniori do
planovani a realizace projektu komunitniho bydleni, které jej ¢ini vhodnym a atraktivnim pouze
po urcitou cast seniorské populace. Plati, ze vzhledem ke svym charakteristikim bude tento typ
bydleni vhodny a atraktivni pouze po ¢ast populace senior, a to jak v zahranici, tak i u nas. Jeho
pripadna realizace nicméné bude zaviset nejen na prani obc¢anti - seniort, ale také na finan¢ni
dostupnosti této v zahranici vyuzivané alternativy seniorského bydleni.

Predlozeny ¢lanek md néktera omezeni. Jde predev§im o nemoznost generalizace vysledki roz-
hovort s jednotlivymi informantkami, a to jak obecné, tak i mezi jednotlivymi zemémi, kde roz-
hovory probihaly. Rozhovory byly sbirdny v daném ¢asovém momentu a scénar rozhovoru ne-
obsahoval explicitné vSechny mozné relevantni otazky. Dal$i omezeni souvisi také se zvolenymi
zpusoby analyzy a prezentace vysledki.

22 Srov. CUMMINGS - KROPE Senior..., s. 1-79.
23 Srov. JOLANKI - VILKKO, The...,s. 11-125.
24 Srov. GLASS, A longitudinal..., s. 305.

25  Srov. TUMMERS, The re-emergence..., s. 2023.
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Zavér

Komunitni bydleni (cohousing) seniorti predstavuje jednu z moznych alternativ bydleni této
vyznamné spolecenské skupiny. Mezi vyhody vnimané informantkami Setfeni lze uvést pocit
bezpeci, vzajemné podporyaspoluprace, pestrou nabidku aktivita ¢innostia moznost sdilet prostor
lidmi ve stejné etapé Zivota, ktefi zastavaji obdobné hodnoty, a predchdzet tak pocitim osamélosti
a pocitu vylouceni ze spole¢nosti. Mezi pocitované nevyhody patii nutnost prizptisobovat se,
ztrata anonymity, stejné jako potize v oblasti mezilidskych vztaht a nutnost si na zivot v komunité
zvyknout. Pti zvazeni vSech v rozhovorech verbalizovanych vyhod a nevyhod mize byt tento typ
bydlen{ vitanou alternativou také pro seniory v Ceské republice. Dal${ vyzkum by mél ukdzat, jaky
by byl o dany typ bydleni mezi sou¢asnymi a budoucimi seniory v Ceské republice zajem.
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Community Housing for the Elderly as a Source of

Social Support and Prevention of Social Exclusion’
Adéla Mojzisova, Dagmar Dvorackova and Miroslav Bartak

Abstract:

Since the end of the 1980s, the concept of community housing for the elderly has been es-
tablished abroad. The advantages and disadvantages of this alternative housing for the aging
generation are discussed in the context of various theoretical backgrounds and practical
approaches. The aim of the article is to offer a view of the advantages and disadvantages
of this concept from the perspective of the inhabitants of these communities abroad. Nine
semi-structured interviews were conducted with residents and one community housing
manager in Austria, Germany, Denmark, and Sweden. The interviews were evaluated with
the help of the Atlas.ti 7 program. On the part of the participants, community housing for
seniors is evaluated mostly positively; according to their statements, the negatives result from
problems related to socialisation within the community. The findings obtained during the in-
terviews are in line with other previously conducted research. They fulfil the postulates about
the advantages of community housing for seniors, and they also confirm the disadvantages
already formulated in the literature. Considering all the verbalised advantages and disadvan-
tages of community housing for the elderly in conversations, this type of housing can also be
a welcome alternative for a certain part of the senior population in the Czech Republic.

Keywords: community, housing, co-housing, aging, seniors

Introduction

In the Czech Republic, the number of people over the age of 65 is growing in all regions. Accord-
ing to the Czech Statistical Office, the share of seniors in the population was 13.1% in 2001, in
2017 it was 19.2%, and the estimate for 2050 is 28.6%.> The increase in the population at this age
in high-income countries is a consequence of an increase in life expectancy. The higher life ex-
pectancy is caused by a reduction in mortality.’ This situation and its expected development bring

1 This article is financially supported by the TA CR program within the project Model péée o seniory v pobytovych zatizenich v konceptu
tiistupriového bydleni (Model of Care for the Elderly in Residential Facilities in the Concept of Three-level Housing), TL 01 0000 32.

2 © Cesky statisticky tfad, Vékova struktura populace se vyrazné méni (on-line), available at: https://www.czso.cz/csu/czso/vekova-
struktura-populace-se-vyrazne-meni, published 29" March 2019, cited 5™ May 2020.

3 WHO, World report on Ageing and Health, Luxembourg: World Health Organization, 2015, p. 3.
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a number of challenges. Both those who shape social policy and those to whom it is addressed
respond to these challenges. New challenges and development opportunities arise, including
diversity in experiencing old age, persistent social inequalities and stereotypes, and changing
expectations. In summary, the overall context in which the aging population lives is changing.*

One of the important issues associated with the aging generation is meeting the needs of housing
- from independent housing (through inter-generational housing) to housing (or accommoda-
tion) in the context of the system of social or health care services. Housing conditions and the
location represent a significant factor in the quality of life of seniors as an important aspect of
housing for the elderly population is its sustainability in the aging process.” Important elements
of housing that take into account the needs of an aging population are accessibility in the physical
sense of housing comfort and safety, support services including assistance in everyday instrumen-
tal needs and, last but not least, socialisation mediating the full spectrum of social interactions
in life of the elderly.® An important concept that can be used to understand the issue of housing
of the aging generation is the framework of ‘housing pathways’” This concept, in comparison
with the approach of ‘housing career’ or ‘housing trajectory, implies non-linearity of housing
options more. It also involves the possibility of finding alternative ways of the living environment
(housing) which enable one to experience meaningfulness and happiness in life.* One of these
ways is also living within the community. Community as such and the feeling of community are
other concepts that implicitly offer the possibility of a better life (this way of life is seen as better
when compared to an isolated and lonely life, which is potentially related to individual living).’

Community Housing for Seniors

One of the housing options for seniors is community housing which, in some countries, represents
a possible alternative of housing for the aging generation (less known in the Czech Republic). In
this way of living, people organise their lives together, sharing common spaces such as a kitchen,
lounge, dining room, laundry, gym, bike shed, or garden. However, the individual apartments
preserve the privacy of the inhabitants. The key to success is the social focus of co-housing, the
enthusiasm and sense of the co-owners for the community, and a very positive attitude towards
social interaction.'® The issue of co-housing is closely related to the issue of power, respectively the
fusion of control and care in modern institutions.!' The authors work with the concept of caring
architecture and controlling architecture.'? According to these authors, it is clear that co-housing
provides individualised care for the elderly where the privacy, autonomy, and dignity of clients
are agreed. There are clearly separated private spaces from public ones in a network of seniors’
relationships. Co-housing offers its seniors safe living in the community.

4 WHO, World..., p. 12.

5  Stephen FROCHEN and Jon PYNOOS, Housing for the Elderly: Addressing Gaps in Knowledge Through the Lens of Age-Friendly
Communities, Journal of Housing For the Elderly 2/2017, p. 160.

6  FROCHEN, Housing..., p. 161.

7 David CLAPHAM, Housing Pathways: A Post Modern Analytical Framework, Housing, Theory and Society 2/2002, p. 63.

8  Outi JOLANKI and Anni VILKKO, The Meaning of a “Sense of Community” in a Finnish Senior Co-Housing Community, Journal of
Housing For the Elderly 1-2/2015, p. 111.
JOLANKI and VILKKO, The..., p. 121.

10 Henrik LARSEN, Three phases of Danish cohousing: tenure and the development of an alternative housing form, Journal Housing
Studies 8/2019, p. 1364.

11 Ebba HOGSTROM, Caring Architecture Institutions and Relational Practice, Newcastle upon Tyne: Cambridge Scholars Publishing,
2017, p. 116.

12 Ibid., pp. 28-29.
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According to a number of studies,”” community housing is a factor in improving the quality of
life of most of its inhabitants. This is through community activities, close social contacts evok-
ing a sense of security, easy access to practical support, and the opportunity to participate in
like-minded society. It is also important that life in community housing empowers older people,
and makes old age better."* Studies show'” that community housing for the elderly also has the po-
tential for sustainable urban planning and it promotes social cohesion as well as the participation
of future residents (owners in terms of private funding) in creating community housing projects
(which often cannot be done without compromises).

The idea of community housing was applied in Denmark in 1987 for the first time. In this case,
the Scandinavian model of inter-generational community housing was used as inspiration.'® The
idea of community housing for an aging population spread to other countries subsequently. In
Europe, for example, it came to Finland, the Netherlands, Austria, Germany, Poland, and France.
Overseas, it expanded in the United States, Canada, Australia, and other countries. Within the
community housing of seniors, The Gerotranscendence Theory of Aging'’ is used in addition to
the abovementioned. It focuses on the level of overlap, the social level, and the personal (per-
sonality) level. There, community housing has a figurative potential, for example, to reduce the
fear of death, improve inter-generational connections, and increase self-acceptance and altruism.
Rusovic and the team say that an advantage of community housing for seniors is the fact that it
represents a solution for older people who do not want to live in institutions (such as residential
social services) but who, at the same time, prefer the company of people of the same age.'®

Based on a longitudinal study, Glass gives some reasons leading to the long-term use of this type
of housing. They include establishing friendly relationships - the existence of friends in commu-
nity housing, housing location, the aforementioned sense of community and mutual support, but
also pride. Pride was associated, in one particular case, with the study participants who created
the community."”” On the contrary, among the reasons that led to the act of leaving the community
(apart from death) were the need for health care and support (which was not possible in commu-
nity housing), the desire to be closer to family, and financial reasons (community housing can be
both commercial and publicly supported). Another reason was the moment when the inhabitants
of the community came to the conclusion that the community is not a suitable format of housing
for them, and that life in the community was burdensome.

The aim of this article is to provide insight into the advantages and disadvantages of this type of
housing on the basis of semi-structured interviews with residents and organisers of community
housing for seniors in Austria, Germany, Sweden, and Denmark. This should provide a basis for
potential consideration and application of this type of housing and the creation of space for fur-
ther research in the context of the Czech Republic.

13 JOLANKI and VILKKO, The..., p. 111.

14 Tbid., p. 114.

15 Lidewij TUMMERS, The re-emergence of self-managed co-housing in Europe: A critical review of co-housing research, Urban Studies
10/2016, p. 2023.

16 Sherry CUMMINGS and Nancy P. KROPE, Forward for Active Older Adults, London: Springer, p. 9.

17 Ibid., pp. 15-16.

18 Katja RUSINOVIC et al., Senior Co-Housing in the Netherlands: Benefits and Drawbacks for Its Residents, International Journal of
Environmental Research and Public Health 16/2019, p. 9.

19 Anne GLASS, A longitudinal Study at an Elder Cohousing Community: after 10 Years, Who left and Who’s left?, Innovation in Aging
1/2017, p. 305.



10 CoriJ[os )
1 83 2020 elveritas
Methods and Data
Research file

The research group consisted of representatives of residents of community housing for the elderly.
In total, approximately 50 community housing projects in Europe were addressed through elec-
tronic communication (based on an available database of these projects).”” Seven communities
agreed to participate in the research.

Participants and settings

A total of nine semi-structured interviews were conducted in Austria, Germany, Sweden, and
Denmark. The conversations took place face to face. We spoke to the inhabitant or caretaker of
the building in the given community in the mentioned states. The basic characteristics of the
participants are given in Table 1.

Table No. 1. Basic characteristics of interviews

Location Position Age | Gender Length of con-
versation
Austria I caretaker 42 woman approx. 2 hours
Austria II inhabitant 69 woman approx. 2 hours
Germany inhabitant 67 woman approx. 1 hour
Sweden I inhabitant 68 woman approx. 2 hours
Sweden I inhabitant 67 woman approx. 2 hours
Sweden II inhabitant 70 woman approx. 2 hours
Sweden II inhabitant 65 woman approx. 2 hours
Denmark I inhabitant 48 woman approx. 2 hours
Denmark IT inhabitant 71 woman approx. 1 hour
Methods

A qualitative research strategy, with a semi-structured interview technique with interview lengths
from one to two hours, was used.

Interview scenario

In addition to questions about the advantages and disadvantages of community housing, the
interview scenario included questions related to the factors of aging in community housing, to
the perception of the philosophy of community housing, and questions assessing the strengths,
weaknesses, threats, and opportunities of community housing (from the point of view of the
participants).

20 © Gemeenschappelijk Wonen voor gemeenschappelijk wonen in al haar vormen (on line), available at: http://www.
gemeenschappelijkwonen.nl/community-addresses, cited 5" May 2020.
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Data processing

The obtained data were processed by the method of open, axial, and selective coding, then by
using the partial method of pattern recognition and contrasting, in the program Atlas.ti 7.*! Using
open coding, basic codes were created. These were then categorised within code families based on
context. However, classical axial coding within categories was not suitable for data interpretation,
so the process of finding relationships between quotations was performed during code visualis-
ation. For this procedure, the data were used separately according to the individual facilities which
were then interconnected. Only later was the axial coding of quotations and codes between each
other performed. After performing these axial coding steps for the individual areas, a subsequent
re-coding was performed. During the latter, new codes were created specifying the meanings of
the messages. These codes were additionally axially coded as subcategories. Specifically, these
were methods with elements of card layout, methods of pattern recognition, and contrasting.

Ethical aspects of work

The research project was discussed and approved for implementation by the Ethics Committee of
the Faculty of Health and Social Sciences of the University of South Bohemia in Ceské Budéjovice.

Results

Perceived benefits of community housing
As advantages and strengths of community living, the participants speak of: mutual tolerance

and respect; a wide range of free time activities; financial operating costs sharing; modern living
with an emphasis on social shared spaces; community life - joint decision-making, cooperation
in the care of the house, garden; making life easier — cooking and shopping together, shar-
ing some things - bicycles, lawn mowers, cars, garden tools, etc.; a group solution of possible
problems; and prevention of loneliness. From the point of view of satisfying individual needs
in community housing, the participants perceive feelings of security and friendship, and the
opportunity to share their joys and sorrows with other people of similar age groups as essential.
They highlighted the possibility of support if needed — neighbourhood assistance during shop-
ping, illness, and when dealing with various life events.

The above is evidenced by one of the participants: A great advantage is in the social field. It is
an opportunity to share community life and thus not suffer from old age or illness alone. I would
emphasise our “community feeling”. I would say I feel less lonely. It is easier to tolerate health prob-
lems when I am not depressed or lonely. If there is a problem in our community life, it will make
me think about how to solve it. I can learn.’ Furthermore, the benefits of community housing can
be evidenced, for example, by the following statement: T would say that I can participate but
I don’t have to. I can keep the door closed or open all day and, for example, I can invite someone
over for a drink when it’s my birthday. Other perceived benefits are well illustrated by the follow-
ing answer: Among the main benefits I would mention sharing. We can share ideas, things. Also,
one has a good social life. For example, when you are not mobile enough, you have the opportunity
to live a rich social life within the community. This is the biggest advantage. Another advantage is
the common meals, borrowing things from each other, sharing a car. Actually, we share everything

21 © ATLAS.ti 7 Windows English, available at: https://atlasti.com/video-tutorials/atlas-ti-7-windows-english/, published 28" July 2015,
cited 5™ September 2020.



185 ;820 CCJng/Seri’rc:s

(sleeping bags, tools, etc.). You don’t have to buy all these things. This is a big advantage. We have
a room here with things to share. There are things that someone doesn’t need and you can take
them. It is very convenient. It is something like an extended family system. It is a mix of friendship
and family. The possibility of peaceful coexistence is also mentioned. °.. especially the peaceful
coexistence with other inhabitants of a similar philosophy and interest. People here are never alone
and have the support of others.

Perceived disadvantages of community housing

The disadvantages and weaknesses mentioned by the participants are a certain loss of ano-
nymity, the obligation to participate in joint activities and their large number, the obligation to
adapt, but also differences in shared values.

This is evidenced by the answers of the participants: ‘Collaborating in the community is not
always easy. Not everyone is destined for this kind of life. It takes a lot of tolerance and patience.’
One of the participants commented on a lot of activities as follows: A certain disadvantage may
be that, according to some people, there are too many activities, a lot of actions. And they feel
tired and don’t want to take part in those events! Another perceived disadvantage on the part
of participants is securing trusted people in the administration of community housing. This is
evidenced, for example, by the statement of one of the participants: ‘Sometimes a problem can
arise when you need to find trusted people to ensure administration.

Other requirements that participants sometimes see as difficult to meet are: ‘that residents must
be willing to “work” on themselves, to participate in community work as there may be people who
try to disrupt the community spirit. This is why we need constant readiness to discuss and solve
problems. This can be stressful and frustrating sometimes.” The issue of the difference in values
was also mentioned: “Too large differences in values can lead to conflicts. If someone moves and
for some reason is not interested in the community, it can be a problem.

Evaluation

Most of the answers contain positive experiences with community housing (co-housing). In
particular, the participants emphasised mutual support, cooperation, sharing, the opportuni-
ty not to suffer from loneliness, tolerance, and respect for others. The participants presented
the joint implementation of various activities in which they support each other. On the other
hand, they sensitively perceive the need for privacy and respect. This includes attentiveness
to the specific needs of each individual who has chosen to live in this type of housing. Mutual
neighbourhood assistance and inter-generational solidarity are appreciated significantly. The
participants consider social interaction between the inhabitants and a lower risk of loneliness
to be the most important strengths of this type of housing at senior age. On the other hand, they
also mentioned perceived disadvantages and weaknesses connected to a certain loss of privacy
or the need to constantly adapt to community life.
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Table No. 2: Evaluation of strengths and weaknesses of community housing

Strengths Weaknesses

mutual tolerance and respect loss of anonymity

diverse range of free time activities the need for active participation in joint events
sharing of financial operating costs difficulties in establishing relationships

modern living with an emphasis on shared social disagreement if someone has a different lifestyle
space

community life - joint decision making inability to adapt to the majority

cooperation in the care of the house, garden too many different activities

making life easier — cooking together, shopping reluctance to work on oneself

sharing of some things — bikes, mowers, cars, the need for constant readiness to solve problems

garden tools, etc.

group solutions of possible problems lack of interest in the community way of life

prevention of loneliness large differences in values

feeling of safety

friendship

sharing of joy and sorrow in the community of
one’s peers

Discussion

The participants state that the advantages and strengths of community housing are the fulfilment
of the needs of quality housing, safety, interpersonal relationships, and life in a community of
people with the same values and at the same stage of life. However, life within the community
also brings them certain limitations which they perceive as problems and weaknesses. It is
mainly a certain loss of anonymity, the need to participate in joint activities, and, in some cas-
es, also problems concerning living with other members of the community. However, positive
evaluations of community housing clearly outweigh the perceived disadvantages.

The findings obtained from the interviews are, in principle, in line with previous research, and
tulfil the postulates about the benefits of community housing for seniors (as stated in current
professional literature). Regarding the benefits of community housing for the elderly, the re-
sults of the interviews are in line with the current findings of Cummings and Kropf,** or with
the older works of Jolanki and Vilkko.” The same disadvantages and weaknesses of community
housing for seniors (which were mentioned by the respondents) are in the work of Glass.**
Even though the positive evaluations of community housing for seniors predominate (both in
interviews and in the available literature), it should be kept in mind that it is not possible to
choose one best way of living for seniors in the future only.* Tummers also recommends that
the individual needs of the senior and his family should be always taken into account. Also, the

22 Cf. CUMMINGS and KROPE Senior..., pp. 1-79.
23 Cf. JOLANKI and VILKKO, The..., pp. 11-125.
24 Cf. GLASS, A longitudinal..., p. 305.

25 Cf. TUMMERS, The re-emergence..., p. 2023.
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sustainability of the chosen way of cohabitation in old age, and the context of the environment
should be considered. The model of community housing for seniors, as applied abroad, offers
a possible and interesting approach to housing for this age group. It is based on a shared vision
and values that have the potential to meet a number of needs of seniors in the area of housing.
Co-housing appears to be more popular and sustainable than other forms of community hous-
ing. These are not described or analysed in this article. The interviews were conducted in coun-
tries with somewhat different historical and cultural traditions, as well as with different funding
models for the implementation of community housing projects for seniors. Some communities
(where the interviews took place) were not exclusively for the elderly population. Some of them
represented an inter-generational community housing. This fact may have affected the respons-
es of some participants. For the possible use of foreign experience in our country, it is necessary
to adapt foreign knowledge to our domestic conditions and the corresponding needs of seniors.
The challenge is also the active involvement of seniors in the planning and implementation of
a community housing project. These matters make it suitable and attractive only for a certain
part of the senior population. It is true that, due to its characteristics, this type of housing will
be suitable and attractive for a part of the population of seniors only, both abroad and in our
country. However, its eventual implementation will depend not only on the wishes of elderly
citizens but also on the financial availability of this alternative used for senior housing abroad.
The presented article has some limitations. It is mainly the fact that the results of interviews
with individual participants cannot be generalised (both in general and between the individual
countries where the interviews took place). The interviews were collected at a given point in
time, and the interview scenario did not explicitly include all possible relevant questions. Other
limitations are also related to the chosen methods of analysis and presentation of results.

Conclusion

Community housing (co-housing) of seniors is one of the possible housing alternatives for this
important social group. The benefits perceived by the survey participants include a sense of se-
curity, mutual support and cooperation, a wide range of activities, the opportunity to share space
with people at the same stage of life who recognise similar values, and thus to prevent feelings
of loneliness and social exclusion. Perceived disadvantages include the need to adapt, the loss
of anonymity, difficulties in interpersonal relationships, and the need to become used to life in
the community. Considering all the advantages and disadvantages verbalised in the interviews,
this type of housing can also be a welcome alternative for seniors in the Czech Republic. Further
research should show interest in the given type of housing among current and future seniors in
the Czech Republic.
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Godforsakenness: Is Christian Unbelief Possible?
Yuliia Vintoniv

Abstract:

The article is dedicated to the phenomenon of Godforsakenness viewed from philosophical
and theological perspectives. The article presents the conception of the experience of God-
forsakenness as a key element in finding spiritual reconciliation. Attention is focused on the
fact that belief is impossible without (the despair of) Godforsakenness, the collapse of mean-
ing, and the cry to God for help. Having compared the thoughts of A. Camus and C. S. Lewis,
we will argue that the suffering of a human being appears in the centre of comprehension
for both. The combination of critical positions of Albert Camus and C. S. Lewis provides the
ground for asserting that both theology and philosophy, when it comes to the experience
of Godforsakenness, mean the same thing but conceptualise it differently. Reflections pivot
around the fact that every person is constantly in search of God, and that most often this path
is a sinuous curve: from unbelief to belief, etc. We call these transitions within the state of
Godforsakenness the experience of being ‘without God’ Awareness of this makes it possible
to regard atheism not only as a secular phenomenon but also as a theological problem that
signals a disturbed balance in the faith in its quest for the living God, rather than for attractive
theological formulas.

Keywords: Godforsakenness, kenosis, Crucifixion, belief and unbelief, Albert Camus, C. S.
Lewis.

Introduction

Fergus Kerr called our era the era of Godforsakenness. It is characterised by despair, crisis, mur-
der, hatred, irresponsibility, indifference, and loneliness." It has inherited the mutilated humanity
which had been affected by two world wars and revolution, the ‘killing of God’ and party atheism,
rationalism and technology. Gabriel Vahanian says that the main problem with post-Christian-
ity is the loss of a sense of sacredness,” a doubt in the fact that we each have dignity and value
before the eyes of God. But in the darkness of Godforsakenness, miraculously, many people also
managed to find God. In 1944, a Greek-Catholic priest, Omelyan Kovch, was executed in the
Maidanek concentration camp. In his last letter from the concentration camp to his family, he
wrote: “Thank God for His kindness to me. Apart from Heaven, this is the only place I would like

1  Cf Fergus KERR, Theology in a Godforsaken Epoch, New Blackfriars 543/1965, pp. 665-672.
2 Cf. Gabriel VAHANIAN, The Death Of God The Culture Of Our Post Christian Era, New York: George Braziller, 1961, pp. 148-149.
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to be® Almost half a century later, Igor Kozlovsky, coming out of DPR captivity,* said: ‘Is God at
war? Is God there in the basements where the human spirit is tested? We can claim that He is -
only after going through this. I am the eternal debtor of love.” In order to understand the meaning
and purpose of these trials, it is necessary to understand the meaning of this despair, for it too can
be filled with the energy of holiness.® Godforsakenness can be the place where we can meet God.
In this article, we propose to consider the dualism of belief and unbelief, not as a confrontation, but
as two sides of the same experience. Based on the doctrine of the Godforsakenness of Christ, we will
demonstrate that the experience of the Godforsakenness of God is a crucial part of the soteriological
dimension. The article does not purport to exhaustively cover the problem of belief and unbelief. The
focus of the study is a philosophical and theological understanding of belief and unbelief through
the experience of Godforsakenness in the writings of Albert Camus and Clive Staples Lewis.

Godforsakenness: Is Belief in God Axiomatic?

At the beginning of the twenty-first century, Charles Taylor voiced a very simple question: How is
it to live as a believer or as a non-believer?” In his understanding, the secular era not only divided
people into believers and atheists, as in the parable about goats and sheep (Matt 25:31-46); but
it also produced a hybrid, equivalent of faith, which relies not on facts but on experience. For
believers it is an experience of communion with God, and for non-believers it is an experience of
‘the silence of God;, which is to say, His absence. Experience itself can speak of both the presence
and the absence of God, but only ‘here and now, and not in general. Moreover, the absence of
God or Godforsakenness is not some kind of taboo within the Christian realm: we have seen
it experienced in the life of John of the Cross, Teresa of Avila, Therese of Lisieux, Simone Weil,
and many others. In the end, even Christ shouted on the cross: ‘My God, my God, why have you
forsaken me?’ (Matt 27:46; Mk 15:34).

Charles Taylor asserts that ‘belief in God is no longer axiomatic’® From the perspective of theolog-
ical anthropology, this process began in the Garden of Eden. Judaism and Christianity look at the
history of the fall of man as the source of the explanation for evil in the world, as well as the ability
to choose to believe or not to believe in God. The Jewish-religious philosopher Pinchas Polon-
sky emphasises that the story of Adam and Eve tells us not only about the knowledge of good and
evil. It is also about the inseparability of good and evil in the submission of man, which may mean
that man does not have the ability to distinguish between good and evil, without going beyond
himself.” Christian tradition tells us the same and emphasises the rising of man to the greatness
of God, like a set of ‘stairs’ that we ascend by cutting off our passions and sins. However, this
ascension is not a purely human act of will, but is rather a synergy (cvvepydg, meaning ‘working

3 Blazhennyj svyashchennomuchenyk Omelyan Kovch [Blessed Holy Martyr Omelyan Kovch] Archive of the postulation centre UGKC, 3.

4 The Donetsk People’s Republic (DPR) is a proto-state in the Donetsk Oblast of Ukraine recognised only by the partially recognised
South Ossetia and Luhansk People’s Republic.

5 © Igor KOZLOVSKY, Open lecture Svoboda i polon [Freedom and Captivity] (on-line), available from: https://zbruc.eu/
node/92129?fbclid=IwAR1IqbU2t5-m41X]JJgCfM4sIxmLT-EsDS1SL92e4GSyxsX779X029HKMIOE, updated 16™ September 2019.
Igor Kozlovsky is Senior Researcher, Department of Religious Studies, Institute of Philosophy, named after G.S. Skovoroda of the National
Academy of Sciences of Ukraine. On 27 January 2016, he was captured by militants of the so-called ‘Donetsk Peoples Republic’ and was
in captivity for almost 2 years (700 days) until 27* December 2017.

6  Cf. Sofronyj SAKHAROV, Taynstvo khrystyanskoj zhyzny [The Sacrament of the Christian Life], Svyato-Troyczkaya Sergyeva Lavra,
2012, p. 35.

7  Cf. Charles TAYLOR, A Secular Age, The Belknap Press of Harvard University Press Cambridge, 2007, pp.4-5.

TAYLOR, A Secular Age, p. 4.

9 Cf. Pinchas POLONSKY, Biblejskaya dinamika sovremennyj kommentarij k Pyatiknizhiyu [Biblical Dynamics Contemporary
Commentary on the Pentateuch], Kyiv: Duh i Litera, 2014, p. 147.
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together’) of God and man. God brings man to himself through economy, the descending rela-
tion of God to man, the sign of which is the Incarnation of Christ. Therefore, when Christian
theologians reflect about the human being, their starting point is always Christ who embodies
God’s original conception of man (1 Cor 15:45).

The Apostle Paul in his letter to the Hebrews says that we are in the person of Jesus Christ, that
we have a high priest who ‘has been tempted in every way, just as we are — yet he did not sin’ (Heb
4:15). Therefore, Godforsakenness is not a sin, it is an experience of the absence of God, it is an
experience of fierce anxiety for God. We see this in the trial of the Godforsakenness of Jesus Christ
on the cross who goes to the very end of His kenosis (kévwotg) the sign of which is the Incarna-
tion of Christ. If kenosis explains how Christ could be God, the second hypostasis of the Trinity,
and at the same time human, then economy (oikovopia) explains how Christ was able to pass the
experience of Godforsakenness."” The forsakenness of the God-Son is the highest expression of
love for each person. It also gives eschatological hope in the perspective of the Resurrection.

The concept of Godforsakenness is synthetically inferred from the New Testament according to
Matthew and Mark about the crucifixion of Christ: ‘From noon until three in the afternoon dark-
ness came over all the land. About three in the afternoon Jesus cried out in a loud voice, “Eli, Elj,
lama sabachthani?” which means “My God, my God, why have you forsaken me?” (Mt 27:46).
The words spoken by Christ are from the twenty-second psalm, traditionally used by Jews to
mourn suffering and death. All interpretations about why these words are exclaimed by Christ
can be reduced to the one by the Apostle Paul in his words about the last Adam: ‘For since death
came through a man, the resurrection of the dead comes also through a man. For as in Adam all
die, so in Christ, all will be made alive’ (1 Cor 15:21-22). It would seem that even here there is
a confrontation that Adam sinned, and Christ delivered from sin. But this is not the case - this
opposition was united in Christ himself. Christ, as the last Adam, had to enter the experience of
the first Adam, who fell, had to be expelled from paradise, had to depart from communication
with God face to face. It was the time when God was hidden and communication between man
and God took place indirectly: God comes in a burning bush (Ex 3:2), in a thick cloud (Ex 19:9),
speaks through a storm (Job 38:1), etc. This is the greatest stumbling block for unbelievers, ex-
pressed in the words of the apostle Thomas: “‘Unless I see I will not believe’ (John 20:25), but it
also remains the greatest internal conflict for believers because ‘blessed are those who have not
seen and yet have believed’ (John 20:29). That’s why the experience of Godforsakenness is the
space where the incompatibility of faith and unbelief is combined. It is an experience that can be
conveyed as the ‘presence of absence’ of God.

Experience of Godforsakenness also reminds us that God becomes absent or dead only in the
person in whom he was present and living. This is exactly what atheism tries to express because
one who does not have God cannot feel his absence. After all, Christ himself is the embodiment
of this paradox: the God who incarnated and became man is also the fullness of being, which he
expresses through the statement ‘I am’ in the Gospel of John: ‘T am the bread of life’ (6:35), ‘T am
the light of the world’ (8:12), T am the gate’ (10:9), ‘T am the good shepherd’ (10:11), T am the
resurrection and the life’ (11:25), ‘T am the way and the truth and the life’ (14:6), ‘T am the true
vine, and my Father is the gardener’ (15:1), which all means ‘I am everything. Godforsakenness is
a constant state of crying out for God, by communication with Him, to which man has been called
since the beginning of the world (Gen 1-2). Godforsakenness is an expression of the emptiness

10 Cf. Sergey BULGAKOYV, Sofyologyya Smerty [Sophiology of Death], Vesnyk russkogo xrystyyanskogo dvyzhenyya Le messager Paris, New
York, Moscow 4/1978, p. 26.
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that cannot be filled with anything other than God. As St Augustine writes, that God madest us
for Thyself, and our heart is restless, until it reposes in Him." The intent of Godforsakenness is to
express complaint to God, namely, He is the permanent recipient of this experience: crying out,
complaint, anger, supplication, even denial of the existence of God.

While speaking about the experience of Godforsakenness one should note the following: firstly,
this experience is inseparable from the human experience of life as well as the experience of
pain, love, fear, or anything else that occurs in human life; secondly, as with any experience, it is
subjective, but at the same time authentic and helps to reveal the whole range of similar religious
experiences; thirdly, the experience of Godforsakenness is not equal to committing infidelity,
but it is the experience of a hidden God, it is a mystery.

Albert Camus and C. S. Lewis: In the Beginning There Was Darkness

After the proclamation of the ‘death of God’ in the 1960s by the journal “Time, Thomas Merton
pointed out that the God whose live existence this famous periodical questioned was no God at
all but was rather a caricature whose image had been corrupted over the centuries.'”” He is one of
the few people in the Christian world who discerned behind the position of Albert Camus not just
arebel and atheist, but a prophet. Merton said that if Christians want to hear what the secular world
really expects of them, they should invite Albert Camus to the dialogue, as the publishing house of
Dominicans Le Cert did in France."” But what can be in common between the Oxford professor and
Christian apologist C. S. Lewis and the French-Algerian philosopher and rebel A. Camus?

In the twentieth century, when the world was divided by the Berlin Wall and the invisible wall of
the Soviet Union’s ‘paradise; there were not many thinkers who dared to oppose the dichotomy of
Nazism-Communism and at the same time take a critical Christian stance toward the ‘dead God:.
C.S. Lewis and A. Camus were in opposition to these ideas and opinions. They were not ‘dedicated’
scholars of morality or theology and philosophy, but they contributed the most to its formation. The
key issues that unite Camus and Lewis are human suffering and the experience of Godforsakenness.
The main question of Camus and Lewis’s work was whether life is worth living."* This question was
pervasive in all spheres of life of these authors. Everyone was looking for an answer in their own way.
The figure of Albert Camus is defined by two seemingly mutually-exclusive characteristics: the
non-Christian with a ‘conscience of the West, but not anti-Christian'® philosopher. Merton saw
Camus as a post-Christian thinker ‘who combined an obscure sense of certain Christian values -
the lucidity and solidarity of men in their struggle against evil with an accusatory, satirical analysis
of the Christian establishment and the faithful’'® For Camus, the phenomenon of Godforsaken-
ness is the fundamental basis of rebellion. In the essay The Rebel Camus tries to identify the main
causes and mechanisms of rebellion, amongst which Godforsakenness is key. The philosopher
writes that Christ came to solve two problems of mankind - evil and death, because there are all
forms of rebellion, but instead, Christ falls into the despair of Godforsakenness:

The night on Golgotha is so important in human history only because in this darkness the deity, having

11  The Confessions of Augustine, Boston: Draper and Halliday, 1867, First book, 1.

12 Cf. Ross LABRIE and Angus STUART, Thomas Merton: Monk on the Edge North Vancouver, 2012, p. 170.
13 Cf. Thomas MERTON, The Literary Essays, New Directions, 1985, p. 264.

14 Cf. Clyde S. KILBY, The Christian World of C. S. Lewis, Michigan: Grand Rapids, 1964, p. 183.

15 Cf. Thomas L. HANNA, Albert Camus and Christian Faith, The Journal of Religion 4/1956, pp. 224-225.
16 MERTON, The Literary..., p. 211.
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become disenfranchised and having lost its traditional privileges, experiences despair and, in addition,
fear of death. This is how ‘Lama sabachtani’ and the terrible doubt of Christ, who was in agony, is
explained. An agony would have been easy if he had the support of hope in eternity. For God to become
a real man, he must feel despair.””

Camus thinks that despair and the feeling of forsakenness of the Father is a sign of the complete
incarnation of Christ, of his true humanity. Camus argues that the denial of the Godforsakenness
of Christ and, consequently, the solidarity of Christ with people who also experience Godforsak-
enness, is in fact the hidden modern Gnosticism that divides God and man. Camus denies the
Old Testament view that the cause of suffering is sin, because Christ also suffered, and He is sin-
less, but Camus forgets that to suffer for mankind is a voluntary choice of Christ (cf. Luke 22: 39-
42,45-23:1). Nevertheless, Camus claims these thoughts of God’s suffering unwittingly take away
injustice from suffering. This was not Christ’s purpose, but rather it was another interpretation of
society, when the idea of suffering and rewards in eternity is a way of justifying social inequality."®
Suffering as a condition of salvation becomes another pseudo-religion, which in postmodern
times turns into the idea of ‘dead God, because even He cannot stop suffering. Therefore, the idea
of rebellion becomes a necessity for the existence of man as Camus emphasises:

Since Christ had suffered this, and willingly, no suffering was no longer unfair, every pain was necessary.
In a certain sense, the bitter intuition of Christianity and its legitimate pessimism as for the human
heart, is that the generalised injustice is as satisfactory for the man as the total justice. Only the sacrifice
of innocent God could justify the long and universal torture of innocence. Only God’s suffering, and that
of the most miserable, could alleviate the agony of men. If everything, without exception, from heaven
to earth, is delivered to the pain, a strange happiness is then possible.”

Thus, the one important thing that we should learn from the experience of Godforsakenness is
that, according to Camus, if we cannot understand the meaning of the suffering of Christ we will
form our image of the God-Father as an ‘evil Demiurge, an ‘evil god who made his Son suffer’
Thomas Merton calls these considerations of Camus ‘the theology of evil;*® mainly a caricature of
God conceived in Camus through misreading St Augustines theology of sin and grace when he
was still a university student. Moreover, Camus observes that, based on the injustice of the universe
of which God is supposedly guilty, mankind is trying to justify murder. If God does not exist or is
evil, then any attempt by man to establish his own justice is only justified by the struggle against
evil. Unfortunately, rebellion against injustice is still murder. Camus is also aware of this, so he
involuntarily starts to protect the existence of a loving God necessarily required as a guarantor for
the preservation of man.

While Camus chooses rebellion as the starting point for explaining Godforsakenness, C. S. Lewis
chooses suffering. He speaks substantially on this in his work The Problem of Pain (1940), his first
apological text. Lewis demonstrates in this book that the problem of Godforsakenness can be re-
duced either to the existence of an unfair God, or to the non-existence of God. His most popular
thesis from this book is that God uses suffering as a megaphone into which God cries in order to

17 Albert CAMUS, Lhomme Révolté, Paris: Gallimard, 1951, p. 41.

18 Cf. Niceta M. VARGAS, Word and Witness: an Introduction to the Gospel of John, Ateneo De Manila Univ. Press, 2014, pp. 285-303.
19 CAMUS, Lhomme ..., p. 43.

20 Cf. MERTON, The Literary..., p. 263.
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lift the deaf world to its feet.*! John Beversluis calls this statement a ‘shattering thesis’ because it
completely destroys the basic principle of true love — unconditionality.** This is also completely
contrary to Camus’s view of the cause of suffering. If suffering is an instrument of God, it cannot
be stopped and stopping it would be equal to injustice.

Lewis, like Camus, emphasises that the concepts of ‘justice’ and ‘injustice’ are false because they
mean that each person proclaims what is good and evil just for them. Moreover, Lewis is convinced
that the world is just and the proof of this is in the fact that at any stage of our existence we can
rebel” and may choose to love ‘the loving God more than our self or to love ourself more than
God’** If Lewis perceives the freedom of choice as a gift, Camus locks himself in the struggle
against suffering so much that he does not notice the beauty of that gift. Lewis wrote: “Iry to ex-
clude the possibility of suffering which the order of nature and the existence of free-wills involves,
and you find that you have excluded life itself’*

But how then to integrate suffering into believing in a loving God? First, Lewis emphasises that
suffering is not good in itself.*® Second, Lewis wrote that suffering destroys our self-sufficiency;,
and only then do we enter into the power of God, become united with Him, and He begins to act
in us; it is a manifestation of human kenosis — to lay down arms, to acknowledge powerlessness,
and to give God’s place to God. And lastly, Lewis emphasises that Jesus Christ, the Son of God, is
sinless, but He suffered for the sake of others, all of us. And if we want to follow Christ, it means
that it is just to accept suffering for others and from others, to enter into the experience of suffer-
ing, Godforsakenness, and loneliness in Christ because He has already been there.

Twenty years after the publication of The Problem of Pain, Lewis wrote another book, or, rather,
ajournal of agony: A Grief Observed. If the first is rather a theoretical introduction to the problem
of suffering, the second is a practical guide to experiencing personal grief. In it, Lewis takes the
reader on a ‘bereaved and as it were halved - journey on, through this Vale of Tears, alone’*” This
book was first published under the pseudonym N. W. Clerk with the dedication to H. (Helen)
— the second name of his wife, and only three years later, in 1964, the book came out under the
name of Lewis.”® The reason for this was the atypical content of the book for a Christian apologist:

If God’s goodness is inconsistent with hurting us, then either God is not good or there is no God: for in the
only life we know He hurts us beyond our worst fears and beyond all we can imagine. If He is consistent
with hurting us, then He may hurt us after death as unendurably as before it. Sometimes it is hard not to say,
‘God forgive God. Sometimes it is hard to say so much. But if our faith is true, He didn't. He crucified Him
(...). No, my real fear is not of materialism. I am more afraid that we are really rats in a trap. Or, worse still,
rats in a laboratory. Someone said, I believe, ‘God always geometrises. Supposing the truth were ‘God always
vivisects?” What reason have we, except our own desperate wishes, to believe that God is, by any standard we
can conceive, ‘good’? Doesn't all the prima facie evidence suggest exactly the opposite? What have we to set
against it? We set Christ against it. But how if He were mistaken? His last words may have a perfectly clear
meaning. He had found that the Being He called Father was horribly and infinitely different from what He
had supposed. The trap, so long and carefully prepared and so subtly baited, was at last sprung, on the cross.”’

21 Cf. C.S.LEWIS, The Problem of Pain, Samizdat University Press Québec, 2016, pp. 57-58.

22 Cf.John BEVERSLUIS, C. S. Lewis and the Search for Rational Religion, Grand Rapids, MI: Eerdmans, 1985, p. 114.

23 Cf. LEWIS, The Problem..., p. 9.

24 Tbid., p. 13.

25 Ibid., p. 16.

26 Ibid., p. 69.

27 C.S.LEWIS and Giovanni CALABRIA, Letters: C. S. Lewis [and] Don Giovanni Calabria: a study in friendship, Servant Books 1988,
pp. 106-107.

28 Calvin TRILLIN, Companionship in Grief: Love and Loss in the Memoirs of C. S. Lewis, University of Massachusetts Press, 2010, p. 61.

29 C.S.LEWIS, A Grief Observed, Faber & Faber, 1964, pp. 13-14.
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Certainly, these quotations show us only experiencing a huge and painful loss, where the feeling
of Godforsakenness is quite natural: shock, denial, pain, anger, and acceptance.” If the book The
Problem of Pain was born due to an apologetic need to respond to the meaning of suffering in times
of war, A Grief Observed is written as a chronicle of the experience of a personal inner war. Alister
McGrath calls A Grief Observed a book without self-censorship which is Lewis’s true feelings.
Moreover, according to McGrath, it was this book in which Lewis allowed himself to deflect any
expectations of friends and the public and to be honest. Thus, in order not to embarrass anyone,
he published it under a pseudonym.’ No rational or orderly reasoning can match or surpass the
grief itself. Lewis’s faith crumbles. He experiences naked Godforsakenness. He demonstrates to
us the Edenic archetype of Adam and Eve, who doubted the love of God and tasted the forbidden
fruit to become like God (Gen 3:1-13). Lewis himself fell into the rationale trap he had formed
many years before: If God were good, He would wish to make His creatures perfectly happy, and
if God were almighty, He would be able to do what He wished. But the creatures are not happy.
Therefore, God lacks either goodness, or power, or both.*

At a different period in his life, Lewis associated God with ecclesiastics, with rigoristic morality,
which divides everything into black and white. Then God was the ‘Cosmic Sadist, the supreme
mentor who decides who will be happy and who will suffer: a god who is just waiting to hit the
most vulnerable place. Such an image of God is not Christian, it is an image of a fictional deity.
However, it is important for us to note the same pattern as in the thoughts of Camus: if I suffer
unjustly, the God-Father is not loving.

The Purpose of Godforsakenness: To Reconcile With the Immensity of God and
Human Limitations

The post-war period was a challenge for both Lewis and Camus: how to speak in ordinary language
about the pain of mass murder in crematoria and how to explain why the world had become a torture
chamber. Camus and Lewis understood that there was a demand for the restoration of sacredness in
human relations. And although each chose his own path and form, the goal unites them. They have
become a personification of post-Christian thinking, which understands the religious significance
of atheism as an attempt to deny and shatter everyday religiosity and simplified theology that does
not respond to the demand of a ruined society. Camus and Lewis tried to destroy the image of a false
god who tortures people for fun with free will and turns a blind eye to the suffering of the innocent.
In this sense, Camus and Lewis were post-Christians trying to form their own apophatic theology
that protects the Mystery of God.

C. S. Lewis understood the request of the atheistic world and had the courage to say that if previous
generations treated God as a judge, then in the twentieth century God is on the dock and man him-
self plays the role of prosecutor, judge, and executioner. As heirs of such a world, we are still waiting
for a sentence for God, but, in general, God has become so unnecessary that he is not even worthy of
judgment. The post-war period also seemed difficult for Lewis; he was tired of apologetics, publicity,
and lectures, because none of the truths of the faith could be defended in public debate.”” The crisis
forced Lewis to seek a new way of writing, and it became myth and symbol, namely, the art world of
The Chronicles of Narnia, the Space Trilogy, and Till We Have Faces that became the means by which

30 Cf. Elisabeth KUBLER-ROSS, On death and dying, Scribner, 1969.

31 Cf. Alister MCGRATH, C. S. Lewis — A Life: Eccentric Genius, Reluctant Prophet, pp. 342-343.
32 LEWIS, The Problem..., p. 11.

33 Cf.LEWIS and CALABRIA, Letters..., p. 98.
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Lewis conveys the same philosophical and theological ideas he embodied in apologetics.

Lewis’s mythology is one of the ways of living the transcendent, the eternal, and the divine, it is
thinking and language that allows sharing faith without evidence, but through experience. Lewis
was convinced that in order to become a true Christian, one should not be ashamed of mythical
enlightenment based on theology. Likewise, worries about ‘pagan’s Christ’ should not be rejected
as their absence would be more dangerous. In addition, Lewis insists that God himself becomes
mythopoetic, and therefore we should be like him.** He also providentially understood that the
basis for dialogue with the Other could be mythology as a path to a concrete experience when
abstraction becomes reality and God becomes man.

Myth has enabled Lewis to move from cataphatic to apophatic theology when he understands
faith more existentially than rationally, and reason itself becomes a tool to try to delineate what
cannot really be delineated.”® For Lewis, his faith had always been an act of choice, but now that
choice no longer required proof, only evidence. His book, Letters to Malcolm: Chiefly on Prayer,
also confirms this as in it he asks many questions but gives not so many answers. Instead, he calls
himself ‘Job’s comforter, who is unable to comfort anyone.* Thus, the darkness of Godforsaken-
ness, sorrow, and loss becomes a sacred space for Lewis, where he, like Moses, can only be silent
and contemplate ‘for the place where you are standing is holy ground’ (Ex 3:5). The crisis of faith
begins when God becomes too human and man too divine. A meeting of belief and unbelief starts
at the crossroads of the realisation of the inability to know God fully. Experiences of the silence
of God and Godforsakenness are about forcing oneself to reject one’s own universality (admit
one’s own superficiality) of knowledge of God. They make people speak of their own authentic
experiences, even if they are the experiences of not knowing God or misunderstanding all that He
offers, and even at the extreme, the denying of His existence, as Lewis did a few times.

Camus’s new form of understanding of the human soul becomes a confession. His texts The Fall,
The First Man, Exile and the Kingdom, and even the philosophical essay The Rebel are united
by a single thread - repentance. In the context of understanding the post-war period, special
attention should be paid to the novel The Fall, which he had a double motive to write. On the
one hand, it is a life of personal repentance before the war and a personal conflict with Sartre and
Beauvoir. On the other hand, The Fall is a demand for the metaphysical renewal of all mankind
and a rethinking of its faith in God after the calamities of the twentieth century.”

Camus often turned to biblical images, but after his personal crisis, this is especially characteristic
of his work. The Fall is a novel-confession about the fall of the ‘judge-penitent’ Jean-Baptiste
Clamence. Camus gradually shifts the focus of his questions from the problem of suffering and
God to the problem of human freedom. If in The Stranger the loud hero opposes the absurd world,
although he slowly becomes a part of it, in The Plague Dr Rie and all the inhabitants of Oran fight
the unknown bacillus of plague. Then, in The Fall Camus finally, like Lewis, begins to see the real
cause of suffering in the world — human sin. Not amorphous, but a real sin of indifference, pride,
vanity, envy, lies, lust, thirst, and anger.

Camus chose Amsterdam for the events in the novel, he himself saying that this city, which is
covered with river canals, resembles the circles of hell. The Fall is a novel from the very bottom of
hell, in which the soul of the protagonist Jean-Baptiste Clamence is John the Baptist, the ‘voice of
one calling’ (cf. Is 40:3). The whole novel is written in the first person and it is the confession of

34 C.S.LEWIS, Myth Became Fact, New York: Inspirational Press 1996, 343.

35 Cf. Kallistos WARE, C. S. Lewis: An ‘Anonymous Orthodox’?, Sobornost 2/1995, pp. 9-27.

36 C.S.LEWIS, Letters to Malcolm: chiefly on prayer, New York, Harcourt, Brace & World, 1964, pp. 44-45.
37 Olivier TODD, Albert Camus: a life New York: Carroll & Graf Publishers 2000, p. 341.
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Jean-Baptiste Clamence. He is the embodiment of a faithful God who adheres to the entire Old
Testament Decalogue. He is a lawyer, a defender of widows and orphans, and he does not take
bribes and does not take payments from the poor. This continued until he witnessed the suicide
of a young woman. Fleeing from the voice of her laughter, he found himself in Amsterdam but
he had no peace. He wants to be tried, so he deceitfully lures out Jan van EycK’s stolen painting
The Just Judges, which was part of the iconostasis. He asks at least one of his interlocutors to
become a policeman and cut off his head: ‘Above the gathered crowd, you would hold up my
still warm head, so that they could recognize themselves in it and I could again dominate—an
exemplar. All would be consummated; I should have brought to a close, unseen and unknown, my
career as a false prophet crying in the wilderness and refusing to come forth.*®

Although Camus refers to John’s call to be baptised: ‘Prepare the way for the Lord, make straight
paths for him' (Matt 3:2), in fact, his image is far from that of John the Baptist, for he intended to
pave the way for the gospel of Christ, and Camus for the cynical conclusion of the novel. He only
wanted to tell his story, which, although reminiscent of confession, has no repentant character.
Concerning metaphysical renewal, Camus agreed that the problem of suffering and murder of the
innocent stems not from the problem of the existence/non-existence of God, but from the existence
of man himself and his free will. Camus, like Kohelet, underlines the hastily crafted theological an-
swers and rebukes all, especially Christians, who judge and condemn all around in the name of God:

In the name of the Lord, here is what you deserve. Lord? He, my friend, didn’t expect so much. He simply
wanted to be loved, nothing more. Of course, there are those who love him, even among Christians. But
they are not numerous (...) And then he left forever, leaving them to judge and condemn, with pardon
on their lips and the sentence in their hearts.”

At the end of the novel, it becomes known that his confession to himself is reminiscent of the
story of Job, who requires the coming of God to clarify Job’s suffering. The difference is that
Jean-Baptiste Clamence is not ready to meet God; his last desire for a second chance to change
his life is more of a mockery of himself because he knows that by his own power he is not able to
change: ‘O young woman, throw yourself into the water again so that I may a second time have the
chance of saving both of us! It’s too late now. It will always be too late. Fortunately!"*

Camus, as with Lewis, wanted to debunk the mask of decency that is on the faces of the righteous,
but which in essence are not righteous and turn a blind eye to the murder of the innocent. It is the
court of the world, which condemned millions of people to suffer in concentration camps. The
Fall not only informs about nihilism, but also about the world and human dead souls who do not
know how to love and suffer from it: souls, thirsty for faith and incapable of it.

This recalls apophatic thinking about God: the more you believe, the less you understand and thus
the more you believe. It is an opportunity to know God as He reveals Himself to us. It is an endless
journey. Another reason why this practice is justified in our time - omissible of understanding
God is that if God becomes so simplified and familiarised to man, He becomes devalued. Apo-
phatic theology would rather say who God is not, than who He is. This practice is necessary for
our time, when God becomes too simplified, and devalued, desacralised.

In the prayer of Godforsakenness, ‘My God, my God, why have you forsaken me?’ (Matt 27:46;

38 Albert CAMUS, The Fall New York: Knopf 1958, pp. 146-147.
39 Ibid., p. 115.
40 Tbid., p. 148.
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Mk 15:34), God’s presence is never separated from His absence and vice versa. All of this empha-
sises the importance of not turning God into the ‘God of my imagination, but instead constantly
looking for His true face to say, as Job, ‘My ears had heard of you but now my eyes have seen you’
(Job 42:5).

Conclusions

Lewis and Camus can be considered as apostles of ‘healthy scepticism’’ They were disappointed with
the principles of modern Christianity and tried to overcome this crisis. Both thinkers enhance the
‘space of unbelief” and the desperate search for God. At the same time, there are many paradoxes
in their ideas: Camus rejects God but is constantly seeking a guarantor of morality as a supporter
who can interfere in the world order; Lewis is also experiencing his own crises related to the image
of God, while defending God, then accusing Him. This, above all, speaks of their living need to seek
the truth, ask, deny, and sometimes even destroy their own previous stages of faith.

Albert Camus and C. S. Lewis tried to show the drama of the relationship between man and God
when belief and unbelief are not unambiguous categories, but the way to God. Albert Camus and
C. S. Lewis affirm that both theology and philosophy have more questions than answers when
they try to understand the experience of Godforsakenness. And any unambiguity about belief
and unbelief is a way of separating and marginalising some people from others. Godforsakenness
in Christian theology is the experience of the hidden God, which is expressed in the experience
of being with the God that is ‘present and absent’ at the same time, and as a result, it can be the
cause of unbelief. On the one hand, it can be a complete rejection of God, and on the other hand,
it can be a way to cleanse God’s Image from the shell of inanimate formalities and schemes, dead
traditions, and primitive theology. In this case Christian unbelief sometimes is a necessity.
However, the most difficult challenge which is revealed by Camus and Lewis facing modern the-
ology is whether it will be able to release God to nonbelievers? Will post-Christianity be able to
jump over the secular line that separates God from man and have the courage to talk about the
Incarnate Christ? Camus’s and Lewis’s experience confirms that this is possible if Christians are
persuaded to doubt that they have fully recognised God. It may be a call to postmodern man if he
dares to reject contemporary religious nihilism and simplification and will seek a new meaning of
life, which can open a way to a living faith in the living God.
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Recenze clanky

Patrick J. DENEEN, Proc selhal liberalismus, Praha:
Academia, 2019, 176 s., prekl. P. Sustrova, ISBN 978-
80-200-3050-4.

Téma liberalismus je pfedmétem diskuzi a ostrych polemik nejen mezi profesnimi politiky v§ech
stupnt a druhd, ale i mezi politology, sociology a ekonomy a dimenze téchto sport se tahne od
vrelého prijeti jako nezbytného predpokladu kapitalistického spole¢enského zfizeni az po jeho
vasnivé odmitani coby pro Zivot spolecnosti zhoubného Ccinitele (,odporny demoliberalismus®
nacistickych ideologti). Zasadni problém je ovSem v tom, Ze existuji riizné druhy a riiznd vymeze-
ni pojmu liberalismu a jeho vztahu k pojeti demokracie (nezbytna jednota demokracie a ekono-
mického liberalismu s rozhodnym odmitanim zasahi statu do hospodarského déni spolecnosti,
to je maximalni ekonomicky liberalismus).

Jiz samotny nazev knihy amerického profesora teologie na katolické University of Notre Dame
P.]. Deneena, kterd je predmétem nasi recenze o diivodech selhdni liberalismu, naznacuje, Ze
pfinese novy pohled na vyse uvedené spory jiz proto, ze jeji autor je renomovany politolog se za-
méfenim - kromé jiného — na problematiku politologickych teorii, zejména demokracie.

V uvodu ke své tezi, ze nastal konec liberalismu, na$ autor uvadi, ze politicka legitimita liberalis-
mu byla zaloZena na ,,spolecenské smlouve*, ke které se mohla prihlasit (,,ratifikovat ji“) naprosta
vétsina politickych viidcti zvolena ve svobodnych volbach, nebot: ,, Pojimala lidi jako nositele prav,
kteri si mohou navrhnout a vést viastni podobu dobrého Zivota® (s. 19), tzn. sice ,omezend, ale
ucinnd vlada“ zarucujici osobni svobody, pravni stat, odpovédnost vefejnych ciniteld, svobodné
a spravedlivé volby atd. AvSak: , Dnes se asi 70 procent Ameri¢anii domnivd, Ze se jejich zemé ubird
$patnym smérem, a polovina zemé si mysli, Ze nejlepsi casy uz maji za sebou ... Uroveri vefejné dii-
véry oblanti ve vsechny vlddni instituce klesd a hluboky cynismus viici politice se odrdzi v tom, Ze na
vSech strandch politického spektra se pozvedaji hlasy proti politickym a ekonomickym elitam. Volby
vnimané kdysi jako dobfe sladéné predstavent, jehoz cilem je dodat liberdlni demokracii legitimitu,
se ¢im ddl tim vic pokladaji za ditkaz beznadéjné zmanipulovaného a zkorumpovaného systému.
Vsem je ziejmé, Ze politicky systém je narusen a spolecenska struktura se rozpadd, zvlast kdyz roste
ndskok bohatych, kteri nechavaji nemajetné daleko za sebou, zvétsuje se propast a neprdtelstvi mezi
véricimi a sekuldrné zamérenymi lidmi a pretrvava hluboky nesoulad ohledné role Ameriky ve svété
... Byl porusen témér kazdy slib, ktery architekti a tviirci liberalismu dali. Liberdlni stdt se rozsituje,
aby kontroloval takika kazdy aspekt Zivota, a obcané vnimaji vlddu jako vzdalenou a nekontrolova-
telnou moc, kterd jen ddle rozsituje jejich bezmoc, kdyz nevinavné postupuje v projektu globalizace®
(s. 19 a nasl.). Autor k tomu mimo jiné dodava, ze ,, Jedind prdva, kterd se zdaji byt dnes zajisténa“
jsou prava bohatych a mocnych.

Patrick Deneen podava pochmurny obraz tpadku a marasmu Zapadu, nebot to, co v predmétné
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knize piSe o Americe, plati pro cely Zdpad a pro poméry v Ceské republice zvlasté. A také jinde
je konstatovan a popisovan upadek liberalismu, resp. demokracie: staty jsou fizeny politiky, ktef1
jsou v podstaté lobbisté primyslovych koncernt a bank, 1hafi nabizejici svym volicim nesplnéné
a nesplnitelné sliby, takze demokracie je dnes jen odporné divadlo, jehoz dramatiky a reziséry
jsou sdruzeni svétovych oligarchi (plutokratii). Dne$ni demokracie na Zapadé je proto trefné
nazyvana ,,demokracii teatralni®, ,demokraturou” a jinymi pejorativhimi oznacenimi.

Co je to vlastné ta liberalni demokracie? A. Heywood (1992, s. 264 — Politické ideologie) ji charak-
terizuje jako: teorii, ktera ,,vénovala velkou pozornost zasaddm, kterymi se ridi volby, s cilem zajistit
jejich ,demokraticnost™, tzn., aby zajistily politickou vili vétsiny obc¢ant pfi respektovani legitim-
nich prav mensin. Avsak co v§echno patii k vysledkiim svobodnych voleb? Napft. za omezeni prav
poslanci, ktera byla na tirovni prav feudald, bojovaly partaje v ceském parlamentu 13 let, nez se to
jakz takz podaftilo; senat byl naprostou vétsinou ceskych voli¢i odmitan, a presto existuje; pravo
lidu odtivodnéné odvolat poslance a senatory neexistuje dodnes. Existuje dvoji demokracie, me-
taforicky feceno: ta na papire a ta v praxi.

Na&s autor, disledny myslitel Deneen (s. 20) tak dochdzi k tomuto paradoxnimu zavéru:
»Liberalismus selhal — ne proto, Ze by zklamal, ale protoZe se naplnil. Selhal, protoze byl tispésny.
Kdyz se liberalismus , stal vice sam sebou® ... vytvoril patologie, jez deformuji jak jeho vlastni tvrzent,
tak ovsem i realizaci liberdlni ideologie ... [tato politicka filosofie] rozsitila svobodu clovéka, vytvdri
v praxi obrovitou nerovnost, postihuje uniformitu a homogennost, rozsifuje hmotnou i duchovni
degradaci a podkopdva svobodu®. Jsou to prili$ abstraktné formulované divody konce liberalismu,
zda se, Ze jde spiSe o jeho zneuziti vladci tohoto svéta: ti bohati si vzali liberalismus jako nastroj
ovladani téch chudsich (napft. v oblasti vefejné prezentovaného sexu dnes neexistuji témeér zadné
zabrany), a také svoboda podnikani je neomezena a vse, co ji omezuje, a dokonce i to, co by ji
mélo fidit v zajmu statu, je blokovano nejen zakony, ale véemi prostfedky. Takze liberalismus
se stal paradoxni v tom, Ze poslouzil oligarchii k ovladnuti statu, ktery nesmi do jejich zajmu
zasahovat, a dale poslouzil degradaci zapadni kultury, kdyz otevrel dvefe vSemu patologickému,
pocinaje hospodami a reality show. Vétsiné lidu se dostalo ,,chleba a her®, zvykli si na politické
tanecky kolem zjevnych a skrytych ,,opozi¢nich smluv® - tou nejnovéjsi je ,demokraticky blok®
partaji, které mély v minulosti nejvice korupcnich afér a byly ovladany ,,bossy“ a lobbisty. Takze
liberalismus se nékomu osvédcil a soucasné jiné privedl k politické zavislosti a lhostejnosti. Avsak
moralné zklamal, nebot svobody slova a smysleni v ,teatralnich demoraciich® je stdle méné.

Milan Nakonecny
(TF JU, nakonecny@tf.jcu.cz)



201 ;820 CCJg[g/seri’rcs

Saul SMILANSKY, Desatero mordlnich paradoxii,
Praha: Academia, 2019, 204 s., piekl. D. Cerny, ISBN
978-80-200-3017-7.

Knihu, ktera vysla 2007 anglicky a je pokladana za pozoruhodnou, napsal profesor filosofie na
izraelské univerzité v Haifé a do cestiny ji prelozil znamy filosof a predstavitel bioetiky. Prof. Smi-
lansky knihu opatfil také zajimavym uvodem k ceskému prekladu, v némz - kromé hezkych vzpo-
minek na své navstévy v kouzelné Praze — uvedl také nasledujici dilezitou poznambku, ktera je jed-
nim z klict k pochopeni zaméra, pro¢ tuto knihu napsal, a ideji, které v ni ulozil. ,,Jednou z ideji
mé knihy je ,existencidlni paradox; u kterého neni absurdita nutné znamenim néjakého omylu jako
pri standardnim chdpdni paradoxii. Pravé naopak: absurdita zavérii paradoxii miiZe predstavovat
objev néceho redlného, zachycovat absurdnost urcitych aspektii nasich Zivotii. Moznd ukazuje, Ze se
nachdzime v blizkosti toho, co nazyvdam ,Cerné diry‘v nasem mordlnim vesmiru.“ To je nepochybné
pozoruhodna myslenka srovnavajici kosmologicky koncept se systémem moralky. Jenze: ,¢erna
dira“ je nazev kosmologické, resp. astronomické skutecnosti, tedy toho, co kosmologicky vzato
je, kdezto kazdy moralni systém je to, co byti ma podle urcitého kritéria. A dale — urceni tohoto
kritéria se na Zapadé hleda déle nez dva tisice let, kdezto ,,¢erna dira® je v ramci védeckého krité-
ria kosmologie jiz nalezena. Paradoxy jsou absurdni a bizarni a témto tfem pojmim je spole¢né
to, Ze jsou neobvyklé a nesmyslné. Je tomu proto, Ze jsou obrazem ¢i odrazem piibéhi, kterym
nerozumime, nebot nas obraz svéta je konstrukt v nasi mysli. V pfedmétné knize je uvedena cela
fada takovych existencialnich paradoxd, napt.: ,,$tastné v nestésti’, ,,spravedlnosti a pfisnosti tres-
tani®, a dal$i, obzvlasté zajimavé jsou paradoxy moralni, jimz autor knihy, uvazujici o ,existenci
dvou moznych moralnich svétt®, vénoval hodné pozornosti. Tim jednim je ,dobfe usporadany
mozny svét minimalni moralky® (to by byl ptipad, kdyby si lidé vzajemné nekladli velké naroky
na moralni normy - nebyli by prili§ omezovani, a tak by se naucili zit slusné). Ten druhy je ,,$pat-
né usporadany svét zbytecné moralky®, ktery by vyzadoval ,,extrémné moralni usili® a byl by tak
psychologicky méné snesitelny, zptisoboval by vice stradani, utrpeni a nespravedlnosti, bylo by to
zlo, proti kterému by lidé byli nuceni bojovat. Z&d4-li se pili§ mnoho morélnich obéti, nartista
zlo. Tak trochu zjednodusené fe¢eno, onen zakladni moralni paradox by spocival v tom, Ze méné
moralnich imperativi by patrné vedlo k vétsi moralce.

Milan Nakonecny
(TF JU, nakonecny@tf.jcu.cz)
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Petr GALLUS, Pravda, univerzita a akademické
svobody, Praha: Sociologické nakladatelstvi, 2020,
116 s., ISBN 978-80-7419-288-3

Aktualni debaty o rasismu a cancel culture, o stfetu nazort a o posunu v liberdlnich denicich,
napt. v New York Times, jsou symptomy urcité rozjitfenosti euroamerického civiliza¢niho okru-
hu. Na tomto pozadi se stava aktudlni i otazka role univerzit a akademického badani jako spolec-
ného usili o poznani skutecnosti. V ¢eském prostiedi se v posledni dobé objevilo nékolik knih,
které se vénuji (sebe)reflexi univerzity (napft. J. Jirsa [ed.], Idea univerzity, Praha 2015 nebo J. Cho-
ta$, A. Prazny, T. Hejduk a kol., Moderni univerzita. Idedl a realita, Praha 2016). Cim je univerzita
a &m chce byt? Je vyspou vécné a oteviené debaty mezi riznymi nézory? Utl4, ale hutnd kniha
Petra Galluse se na jedné strané fadi k vy$e zminénym publikacim, ale na strané druhé zaroven
pridava k zamysleni o roli univerzity néco navic. Gallus totiz nepfemysli vyhradné nad tim, co je
akademicka svoboda a jak md vypadat univerzitni prostor, ktery tuto svobodu garantuje a na je-
hoz pidé se odehrava. Kniha se vénuje predevs§im zkoumani toho, co viibec podminuje nase hle-
dani pravdy: horizont pravdy a nase vztahovani se ke skutecnosti skrze nase perspektivni mysleni
a vinimani. Zasazeni debaty o univerzitni akademické svobodé do ramce zdsadnich filosofickych
uvah o povaze pravdy jako takové a naseho poznani pravdy déla z knihy velmi inspirativni ¢teni
a je jeji silnou strankou. Pravé tuto dimenzi knihy je tfeba vyzdvihnout.

Petr Gallus nabizi ¢tendfi zajimavou kombinaci nékolika nahledi. Nejdfive se vénuje otazce po
pravdé na zdkladé predstaveni nékolika filosofickych pozic (Platén, Kant, Peirce, Putnam, Ha-
bermas). Sam autor zastava tzv. realismus, tedy ,,ze nasi komunikaci néjak odpovida vnéjsi svét
a naSe komunikace jemu® Pravda neni tedy jen zalezitosti vyrokd, nybrz je ,ukotvena ve vécech
samych®. Zaroven je ovSem nase hledani pravdy vzdy perspektivni. Kniha se snazi o skloubeni
transcendentni a imanentni roviny pravdy. Pravda je horizontem, je korespondenci s vnéj$im své-
tem, zaroven je ale pravda zakusitelna jako soulad nasi zkuSenosti a jeji interpretace, jako soulad
riznych interpretaci mezi sebou. V druhém kroku autor predstavuje dtilezitost sémiotiky pro
spolecné hledani pravdy, nebot nase poznani se vzdy déje ,,prostfednictvim spole¢ného kulturni-
ho kédovani (predevsim feci)“. Kniha vychazi z nazoru, Ze i komunikace a intepretace potiebuji
hledisko pravdy jako své zacileni a k ziskani kritérii. Ackoliv i univerzity podléhaji spole¢enskym
¢i ekonomickym tlaktim, je nutno neustdle a stale znovu opakovat: ,,Jedinym pfipustnym krité-
riem na akademické pidé by méla byt sila argumentd, tj. presvédcivost dané perspektivy v kritic-
kém diskursu. Jakkoli jsou si na pocatku totiz jednotlivé perspektivy rovny, jesté to neznamena,
Ze jsou vechny stejné opravnéné, trefné a promyslené.” V zavére¢né casti knihy hovori Gallus
o akademické svobodg¢, o institu¢nim rdmci univerzity, o izkém spojeni svobody a odpovédnosti.
Kniha je mimo jiné objevna i vystiznymi nahledy, které maji platnost vSeobecnou: ,,Lze mnoho
védét, a presto nebyt moudry. Lze védét, a presto nebyt vzdélan. Lze védét, a presto nemit prav-
du.” Skute¢nost, Ze akademické prostiedi prinasi zkusenost jinych pozic a vede tvari tvar této
jinakosti k vypracovani vlastni pozice, 1ze opét prenést i na dalsi oblasti lidského Zivota.

Facit celé knihy zni takto: ,,Univerzita ma sviij zdklad i sviij posledni smysl ve spolecném hledani
pravdy a blizeni se pravdé. Toto hledani a priblizovani se formou argumenta¢niho kritického
diskursu, jehoz integralni soucasti je rovnéz pribézné vypracovani a reformulovani kritérii racio-
nality a pravdivosti, je setrvaly a nikdy nekoncici ukol.“ Nezbyva nez s timto zavérem souhlasit.
Zaroven v$ak Gallus svou knihou velmi nazorné ukazuje, Ze ackoliv je univerzita jisté prostiedim
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specifickym, neni néjakym izolovanym ostriivkem a ze systematické, metodické hledani pravdy
ma bytostné co do ¢inéni s nasim existencialnim vztahem k pravdé a poznani.

Jakub Sirovatka
(TF JU, jsirovatka@tf.jcu.cz)
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Zprava ze c¢tvrtého rocniku islamologické konference
v Ceskych Budéjovicich

Ve ¢tvrtek 12. 11. a v patek 13. 11. 2020 usporadala Katedra filosofie a religionistiky Teologické fa-
kulty Jiho¢eské univerzity v Ceskych Budéjovicich (dale jen Kfi TF JU) jiz ¢tvrty roénik odborné
konference s mezinarodni tcasti ,,Ceska a slovenska islamologie 2020: soucasna témata a budouci
vyzvy“. S ohledem na pandemickou situaci byli poradatelé nuceni pfesunout akci na online plat-
formu ZOOM. Virtualniho setkani se zucastnili akademici a dals$i odbornici z Prahy, Plzné, Brna,
Olomouce, Pardubic, Hradce Kralové, Cesk)’rch Budéjovic, Kosic a Bratislavy. Oproti pfedchozim
ro¢nikiim se opét rozsifil pocet prednasejicich a z ¢asti se proménila jejich skladba.

Ve ¢tvrtek odpoledne akci tradi¢né oteviel dékan TF JU doc. Rudolf Svoboda. Piivodné mélo
nasledovat vystoupeni hlavniho fe¢nika letosniho ro¢niku prof. Lubose Kropacka z Katedry reli-
gionistiky HTF UK v Praze. S ohledem na komplikace spojené s aktudlni situaci byla s poradateli
konference domluvena publikace tohoto prispévku. Cilem textu je ,ukdzat na soucasny stav nasi
islamologie rozristajici se do fady odbornych specializaci, vyzkumnych kombinaci se souviseji-
cimi obory i rtiznych aplikaci zjistovanych v praktickém zivoté.”

V prvni ¢tvrtecni sekci vystoupil doc. Attila Kovacs (Katedra porovnavacej religionistiky FF UK
v Bratislavé) se svym referatem ,,Na cesté do nové Mekky: islam a muslimové v sci-fi filmech®. Doc.
Piemysl Rostlek (Katedra politologie a mezinédrodnich vztaht FF ZCU) hovotil obecné o proble-
matice pojmu islamofobie v socidlnich védach. Na néj pak navazala dr. Zora Hesova (Filozoficky
tistav AV CR) svou konkrétni komparaci ceské a slovenské islamofobie. V§imala si zejména jejiho
vyuziti v populistickych politickych diskursech. Prednasejici méli k dispozici vzdy dvacet minut,
po nichz nasledovala pfedsedajicim moderovana diskuze. Se svymi dotazy a komentafi se mohli
zapojit také vyucujici a studenti z JU ¢i vefejnost.

Dva piispévky dalsi sekce se zaméfily na Cesko. Mgr. Karel Cerny (Pracovisté historické socio-
logie FHS UK v Praze) zurocil vysledky svého dlouhodobého vyzkumu, kdyz hovoftil o dzihddu
v pojeti reprezentantt ¢eskych muslimi. Nasledovalo vystoupeni dr. Veroniky Kramarekové (In-
tegracni centrum Praha), ktera pfedstavila souc¢asnou integraci arabské komunity Zzijici v Praze
a vyzvy, jez pred ni stavi budoucnost. Prvni konferen¢ni den byl uzavien referatem dr. Martina
Klapetka (Kfi TF JU) na téma ,,Oddéleni urcena pro muslimy na Ustiednim hibitové ve Vidni
V patek rano konference pokracovala svou treti sekci. Dr. Jaroslav Franc (Katedra komunikacnich
studif CMTF UPOL) hovotil o postojich alexandrijského patriarchy Senuta III. ve sporu o theo-
sis, ktery probihal v Koptské pravoslavné cirkvi od poloviny 20. stoleti. Zdtraznil, ze v argumen-
taci proti zastanciim nauky o zboz$téni ¢lovéka se patriarcha nevyhybal terminologii vychazejici
z tradice islamu. Dr. Luka$ E. Nosek (Katedra religionistiky HTF UK v Praze) prednesl prispévek
na téma ,,Chalq al-Qur "an (stvofenost Koranu) jako stale zivé téma islamské teologie ve 20. sto-
leti?“. Po ném nasledoval Mgr. Lukas Vétrovec (Katedra porovnavacej religionistiky FF UK v Bra-
tislavé), ktery poslucha¢tim prezentoval sviij uvod k pramenné literatufe pro islamsko-pravni
nauku v mensinovém kontextu.

Referaty ctvrté sekce si v§imaly historie a soucasnosti Jizni Asie a Pfedniho vychodu. Doc. Dusan
Deak (Katedra porovnavacej religionistiky FF UK v Bratislavé) prednesl pfispévek na téma ,,Fakir
na zlatom tréne a monologické dialogy priaznivcov $tandardizovanych nabozenskych kolekti-
vov®. Jednalo se o historickou sondu do procesu sakralizace jednoho z nejpopularnéjsich svétca
soucasné Indie Sai Baby ze Sirdi, kterd podnitila zajimavou diskusi mezi G¢astniky konference.
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Dr. Christopher Helton pokracoval referatem na téma ,, Agehananda Bharati and the Hindu-Mus-
lim Interface® Sekci uzaviel Mgr. Ehsan Arzroomchilar (Kfi TF JU) s prispévkem ,, Approaches to
Islam in the Contemporary Iran® Pfedstavil hlavni iranské intelektualni proudy a jejich pohledy
na isldam v soucasné dobé. Prispévek vyvolal hned nékolik pozitivnich ohlast v fadach poslucha-
¢a.

Posledni dopoledni sekce se nesla v politologickém duchu a zaméfila se na aktudlni témata.
Doc. Marek Cejka (Ustav teritoridlnich studii FRRMS MENDELU) shrnul kli¢ové momenty iz-
raelsko-palestinského konfliktu v roce 2020. Podatilo se mu celou problematiku predstavit z $irsi-
ho kontextu arabského svéta. Dr. Josef Kraus (Katedra politologie FSS MU) poukazal na omezeni
nabozenskych aktivit v [rdnu jako prevence $ifeni nakazy COVID-19 a reakce $fitského kléru.
Piispévek dr. Tomdase Smida, Ph.D. (Academia Rerum Civilium — VSPSV; Ambis - VS), ktery
naznacil dynamiku vyvoje dzihadistického salafismu na Severnim Kavkaze, bude publikovan.

V posledni pate¢ni sekci se Mgr. Tadea$ Vala (Katedra filosofie a religionistiky FF UPa; Kated-
ra politologie FF UHK) zaméfil na muslimsky pogrom granadskych zidi provedeny roku 1066
a jeho interpretaci ze strany autort prosazujicich teorii convivencie. Mgr. Karel Pikes (Kated-
ra religionistiky FF UPa) se vénoval orientalistickému pfistupu k sufismu. Stejné jako v minu-
lém roce i letos nasledovala zajimava diskuze. Posledni referat prednesl jeho katedrovy kolega
Mgr. Ivo Mach, ktery prezentoval pohled jezuitského knéze Paola Dall Oglio na syrskou revoluci
a z ni vychazejici vale¢ny konflikt.

Prednasejici maji moznost upravit své texty do podoby casopiseckych studii, které projdou tra-
di¢nim recenznim fizenim. Radi bychom podékovali vedeni TF JU za veskerou podporu, ktera
napomohla k aspésnému pribéhu odborného setkani. V neposledni fadé chceme podékovat Ji-
hoceské univerzité v Ceskych Budéjovicich za finanéni podporu konference na zékladé schvilené
»Z&dosti o pridéleni RVO financi na mimotadné aktivity spojené s védou a vyzkumem".

Za poradatele Martin Klapetek
(TF JU, klapetek@tf.jcu.cz)
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Caritas et veritas

Casopis pro reflexi kiestanskych souvislosti v socialnich a humanitnich oborech

Cilem ¢asopisu je publikovat plvodni odborné a popularni ¢lanky specialistd pracujicich v téchto
oblastech a predstavovat dlstojnou platformu pro komunikaci o interakci v uvedenych smérech. Ca-
sopis je zafazen do databaze Scopus a do Seznamu recenzovanych neimpaktovanych periodik vyda-
vanych v Ceské republice.

Casopis Caritas et veritas se v ramci svého zaméfeni na krestanské souvislosti v humanitnich a so-
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