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Abstract

Teaching practice plays a crucial role in the preparation of future physical education teachers. It
enables students to apply the theoretical knowledge acquired during their studies directly in practical
settings, facilitating the acquisition and development of professional competences. Additionally, it
enhances social and communication skills, which are essential for success in the teaching profession,
all under the guidance of experienced educators. The aim of this paper is to present and analysis
the concept of field practice at the Department of Physical Education and Sport at the Faculty of
Education of the University of South Bohemia Ceské Budgjovice. We focus on assistant and continuous
practices, which are designed to align with current European and global trends in teacher training,
in accordance with the professionalization of the teaching profession. In the actual implementation of
these types of practice, we also emphasize the importance of a reflective approach and the introduction
of students to the realities of a genuine school environment.
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Souhrn

Pedagogické praxe hraji klicovou roli v pfipravé budoucich ucitelu télesné vychovy. Umoznuji stu-
dentim aplikovat teoretické znalosti ziskané béhem studia pfimo v praxi, ziskavat a rozvijet odborné
kompetence, zdokonalovat socidlni a komunikacni dovednosti v pfipravé na vykon pedagogické profese
pod vedenim zkuSenych uéiteli. Cilem prispévku je predstavit a analyzovat koncepci oborovych praxi
na Katedfe télesné vychovy a sportu Pedagogické fakulty Jiho¢eské univerzity v Ceskych Budgjovicich.
Zaméfujeme se na asistentské, pribézné a souvislé praxe, jejichz zamérem je plné respektovat aktu-
alni evropské a svétové trendy piipravy uciteli v souladu s trendy profesionalizace ucitelské profese.
V ramci vlastni realizace uvedenych druhu praxi zdaraziujeme i vyznam reflexivniho pojeti a uvedeni
studenta do podminek realného skolnfho prostiedi.

Klicova slova: pedagogické praxe; odborné kompetence; student; ucitel; télesna vychova

Introduction

At present, significant advancements are being made in the fields of science, technology, and the
development of information and communication technologies. These advancements bring about an
increase in new knowledge and information, consequently raising the demands on the teaching pro-
fession. A modern educator must be a person equipped with extensive knowledge and specific skills,
enabling them to respond effectively to situations arising in the course of teaching (Bendl & Kuchar-
ska, 2008; Viteckova, 2018). Teachers have a direct influence on the selection of teaching methods,
play a significant role in motivating students, determine the content of lessons, and their approach
significantly shapes students’ skills and habits (Priicha, 2017; Svec & Bradova, 2013). Novice teachers
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often face professional challenges due to their limited prior experience in schools. For this reason,
there is no need to question the importance and relevance of teaching (subject-specific) practice as
part of the professional education of students in faculties of education. In 2023, the Ministry of Edu-
cation, Youth, and Sports (2023) defined the common professional competences required of teaching
graduates. This document represents a shared vision for the quality of teacher preparation and aims to
further professionalize the teaching profession. The foundation for this document was the Framework
of Professional Teacher Qualities (Tomkova et al., 2012).

It is an objective fact that the professional competences of teaching graduates cannot be developed
solely through transmissive methods (lectures) or independent study of scholarly resources. Rather,
they are primarily cultivated through interaction, hands-on activities, collaboration, imitation, and
reflection on personal experiences (Kursova, 2021). The competence framework for teaching graduates
is divided into six areas. These represent professional competences developed across all components of
teacher training, including pedagogical foundations, general and subject-specific didactics, pedagogy,
psychology, the taught disciplines, and, importantly, teaching practice. Teaching practice provides a
critical opportunity for teacher training students to understand, apply, and enhance their professional
competences. However, learning these competences also depends on quality reflection on practice
experiences and a strong integration of these experiences with theoretical concepts from academic
studies and professional resources (MSMT, 2023).

Pedagogical practices provide students with a valuable opportunity to engage in teaching within a
real school environment under the guidance of experienced educators. Students have the chance to ob-
serve and assist in physical education classes, gradually taking on the leadership of instructional units
and developing their pedagogical skills. Experiences arise from spontaneous perception and the lived
experience of acquired empirical knowledge in practical activities. Types of experiences can be cate-
gorized as follows: individual experience (insights gained through individual practical activities and
direct interactions with others), group experience (knowledge and experiences acquired through colla-
borative activities within a similar environment), socio-historical experience (collection of knowledge,
methods, operational procedures, behavioral norms, customs, and traditions specific to a particular
socio-cultural context) and students’ experiences in teaching (these experiences are a result of the
individual’s socialization process, social learning, incidental learning, as well as intentional activities
outside of the school environment). An important component of these practices is also reflection and
feedback from supervising teachers and faculty didactics. This feedback assists students in identifying
their strengths and areas for improvement, which contributes to their personal and professional growth
(Flemr et al., 2021; Spilkova et al., 2015; Valisova & Kovafikova, 2021).

The results of the National Survey on the teaching competencies of beginning teachers unequivo-
cally support the effort to provide teacher education students with pedagogical practices that allow
them to work continuously with pupils, understand their needs, and develop competencies primarily
grounded in interaction with pupils (Ministerstvo skolstvi, mladeze a t&lovychovy, 2024).

The concept of pedagogical practices at the Faculty of Education of the University of South Bo-
hemia in Ceské Budéjovice aligns with current European and global trends in teacher’s preparation,
consistent with the trends of professionalization within the teaching profession that emphasize a re-
flective approach - specifically, a reflective model of teacher education. The aim of pedagogical practices
is to integrate theory and practice across all components of higher education training and to immerse
students in the conditions of a real school environment. Significant emphasis is placed on academic
reflection and systematic facilitation of experiential learning processes. Another important aspect of
the pedagogical practice concept is the collaborative partnership between the faculty and the actual
school environment.

In our article we will present the implementation and assurance of the existing practices at the
Department of Physical Education and Sport of the Faculty of Education at the University of South
Bohemia within the framework of undergraduate studies.

Theoretical Foundations of Teaching Practice

Teaching practice, as an integral part of the pregraduate curriculum, represents a complex domain
that addresses various conceptual, methodological, organizational, and implementation challenges. It
is one of the most crucial elements in the preparation of future teachers. Its significance lies not
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only in enabling students to apply theoretical knowledge in real school environments but also in
providing opportunities for the development of key professional competences. The essence of teaching
practice is closely linked to issues of current educational legislation (Kratochvilova & Svojanovsky,
2020; Mazacova, 2014; Wiegerova, 2011). The theoretical foundations of teaching practice at the
Department of Physical Education and Sport, Faculty of Education, University of South Bohemia,
are based on several pedagogical theories that complement each other and support the development
of students’ skills.

1. Experiential Learning Theory (ELT)

One of the key theoretical approaches applied in teaching practice is Experiential Learning The-
ory, primarily developed by David A. Kolb. Experiential learning is based on the idea that the most
effective way to learn is through personal experiences, which actively engage students in the learning
process. Kolb’s theory emphasizes a four-phase cycle: concrete experience, reflection, abstract con-
ceptualization, and active experimentation. In a broader sense, this approach is particularly effective
when the goal of education is to change so-called action theories—individual or group beliefs about the
most effective ways to solve a given task. The ideal in this context becomes teacher education that in-
tegrates educational theory into actual teaching practice. The challenges of teaching practice can only
be effectively addressed within the framework of undergraduate preparation as a whole. Fragmented
and unsystematic measures that do not consistently and functionally integrate theory with practice
throughout the entire study period cannot significantly improve the quality of professional teacher
training (Henderson, 2019; Johnson & Johnson, 2006; Lunenberg, Korthagen & Swennen, 2007; Simo-
nik, 2004; Stava, 2004; Valenta, 2020). In the context of teaching practice, students learn to conduct
physical education lessons through direct experience. Experiential learning also involves active expe-
rimentation, where students try new teaching strategies, analyse their impact on pupils, and adjust
their methods accordingly. This continuous cycle of learning through experience is a key element of te-
aching practice at the Faculty of Education, University of South Bohemia, as it provides students with
a real opportunity to experiment with different approaches and identify the most effective teaching
methods. They gain concrete experiences, which they subsequently analyse and reflect upon during
seminars. This reflection allows them to understand how to improve their performance and prepare
for further pedagogical challenges. Importantly, experiential learning does not occur in isolation-it
requires interaction with other students, teachers, and pupils, which fosters the development of social
skills and teamwork abilities. Teaching and professional practice should never be viewed as a one-sided
process. On the contrary, teachers in primary and secondary schools often express satisfaction that
students bring new forms of warm-ups, preparatory games, and other trends in the field. Moreover,
schools and teachers appreciate visits from faculty instructors (Flemr et al., 2021; Reitmayerova &
Broumova, 2007).

2. Theory of Social Constructivism

Another significant theoretical approach reflected in teaching practice is social constructivism. Ac-
cording to this theory, learning is a social process that occurs through interaction with others. The
constructivist view of learning emphasizes the active role of the learner, suggesting that knowledge is
not passively received but actively constructed. The way this construction takes place is context-
dependent, influenced by the learner’s environment and personal biography. The development of
teachers’ knowledge can also be approached from a constructivist perspective. The constructivist
approach to education highlights the need to employ methods that activate and engage students,
encouraging them to acquire knowledge through active involvement and communication rather than
passive reception. Constructivist theories, which aim to move beyond transmissive teaching, stress the
process of knowledge construction by the learner. Constructivists focus on how the learning process is
conditioned by the learner’s abilities, prior knowledge, and the learning process itself. Since constructi-
vists advocate studying learning as it pertains to specific content, they concentrate on the specifics
of learning within individual subjects, making them particularly interested in subject didactics and
psychodidactics. Constructivist teaching assumes the use of appropriate teaching strategies-those that
activate the learner’s cognitive processes and foster the development of independence, imagination,
creativity, logical thinking, and other intellectual and creative abilities. This approach is associated
with complex and engaging teaching methods, such as dialogue, discussion, problem-solving methods,
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brainstorming, educational games, dramatization and situational methods, project-based learning,
group and cooperative teaching, computer-supported instruction, critical thinking, open learning, and
learning in real-life contexts. Interaction, in this context, refers to a reflection of the activities and social
relationships of individuals-not only within the school or classroom but in all social contact. Colla-
borative activities, mutual relationships, and interactions are associated with the exchange, receipt,
and processing of information, leading to social communication. A specific form of this is pedagogical
communication, which occurs according to certain rules based on the social roles of the guiding subject
and the guided subject. This type of communication usually takes place during the teaching process
as instructional communication. In the context of teaching practice, this means that students learn
not only through personal experience but also through interaction with mentor teachers, colleagues,
and pupils (Kotlik & Jansa, 2017; Manak & Svec, 2003; Manak et al., 2017; Pecina & Marini¢, 2021;
Zormanova, 2012).

3. Reflective Model of Education

Another essential theoretical framework influencing teaching practice at the Department of Phys-
ical Education and Sport, Faculty of Education, University of South Bohemia, is the reflective model
of education. Reflective practice, rooted in the works of John Dewey and Donald Schon, emphasizes
teachers’ ability to analyse their pedagogical methods, identify areas for improvement, and systema-
tically work on their professional development. Reflective thinking is a fundamental prerequisite for
effective problem-solving and enhancing teaching strategies. Reflection involves uncovering opinions,
attitudes, perspectives, as well as prior knowledge and experiences. It is an intentional process aimed
at evaluating various situations and outcomes using feedback, with the goal of uncovering broader
connections and meanings. In pedagogy, the purpose of reflection is to improve the quality of teaching
(Avis et al., 2019; Bochni¢ek & Haliska, 2013; Nehyba, 2014; Podpera et al., 2023; Valenta, 2020). In
this context, teaching practice is designed to encourage systematic reflection. During their practice,
students not only apply theoretical knowledge but also analyse their pedagogical decisions. This pro-
cess includes multiple steps, from reflecting on specific lessons to deeper analysis of their own teaching
identity and educational approach. Under the guidance of mentor teachers and faculty didacticians,
students are given opportunities to discuss their performance, evaluate strengths and weaknesses, and
formulate specific steps for improvement. In tripartite reflection, students often appreciate receiving
a new perspective and feedback on their performance. The goal should be to provide constructive
feedback rather than excessive criticism. Reflection is not merely about evaluating what worked or
did not work in teaching; it is a deeper process that addresses pedagogical values, attitudes towards
students, and even the broader societal and cultural context of education. Students are deliberately
encouraged to consider how their teaching methods can influence pupils not only in terms of physical
fitness but also on emotional and social levels (Flemr et al., 2021; Janderkova, 2019; Janik et al., 2016;
Kursova, 2021; Podpera et al., 2023; Prochéazka & Zlabkova, 2013; Stuchlikova, 2002; Stuchlikova et
al., 2023; Vaculik Pravdova, 2022).

4. Teaching Practice and the Competency-Based Approach

Teaching practice at the Faculty of Education, University of South Bohemia, is firmly rooted in the
competency-based approach to education, which emphasizes the development of specific professional
competences. The competency model assumes that a successful teacher must possess not only speci-
alized knowledge but also a wide range of practical skills, attitudes, and values that enable them to
function effectively in real school environments (MéMT, 2023). The competency framework on which
teaching practice at the Faculty is based encompasses six main areas of professional competences:
pedagogical and psychological knowledge, didactic skills, the ability to organize lessons, communi-
cation with pupils, reflection and self-reflection, and collaboration with other teachers and parents.
During their practice, students have the opportunity to systematically develop these competences.
Teaching practice thus serves not only as a means to apply theoretical knowledge but also as a tool for
fostering students’ personal and professional growth. In the context of physical education, particular
emphasis is placed on skills related to lesson organization and safety. Physical education teachers
must be able to effectively structure classes, ensure the safety of pupils, and conduct lessons that are
both motivating and tailored to the needs of various age groups and levels of physical fitness. The
competency-based approach supports the development of these skills through concrete experiences ga-
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ined during practice (Flemr et al., 2021; Kratochvilova & Svojanovsky, 2020; Mazacova, 2014; Spilkova
et al., 2015; Tomkova et al., 2012; Valisova & Kovairikova, 2021).

5. Modern Trends in Education and Their Impact on Practice

Current educational trends emphasize the need for innovation and the integration of modern tech-
nologies into teaching. Digital technologies are frequently used in physical education, particularly
to support purposeful physical activity. These technologies include photo or video documentation,
allowing students to observe their own performance and movement execution. Video studies serve
as excellent visual materials, enabling reflective assessment and self-evaluation under a teacher’s gu-
idance. Instructional videos and the incorporation of portable devices (such as smartphones, smart
bracelets, and watches) into physical activities are also highly beneficial. These tools are primarily
used for leveraging sensor technologies combined with appropriate software, allowing users to monitor
their activity and evaluate it based on recommendations provided. Physical education teachers have
a unique opportunity to introduce these tools to students during lessons and guide them on how to
use them effectively to enhance physical activity. Another category includes educational applications,
which focus on teaching specific motor skills or explaining the principles of particular movements.
These applications, which typically do not rely on sensor technologies, often utilize video and audio,
including instructional videos and graphic content. The final category consists of sports social ne-
tworks, which are often responsive websites with mobile app outputs. These platforms enable users to
organize joint activities, arrange sports events, or locate facilities and venues. Such web applications
can be effectively incorporated into project-based learning in school physical education, where stu-
dents can communicate, share content, and organize events similarly to traditional social networks.
This approach is also reflected in teaching practice at the Faculty of Education, University of South
Bohemia, where students are encouraged to utilize modern tools and technologies to enhance teaching
efficiency and reflection. The use of video recordings, interactive educational platforms, and other
technologies allows students to analyse their pedagogical methods and receive feedback to facilitate
continuous improvement. Technologies not only improve the quality of reflection but also open new op-
portunities for teaching innovation. During their practice, students experiment with various teaching
methods, such as using online tools to communicate with parents or interactive technologies to mo-
tivate students during physical education lessons. These trends mirror broader changes in education,
emphasizing individualized and personalized instruction and fostering creative thinking (Kudlacek et
al., 2013; Palicka et al., 2017; Stuchlikova et al., 2023).

The Structure of Teaching Practice at the Department of Physical Education and Sport, Faculty of
Education, University of South Bohemia

Teaching practice at the Faculty of Education, University of South Bohemia, is divided into several
phases, allowing students to gradually gain experience in teaching physical education. This system
includes subject-specific assistant practice, continuous subject-specific practice, and comprehensive
subject-specific practice, each with its specific objectives and content.

1. Subject-Specific Assistant Practice and Its Reflection: Subject-specific assistant practice is intro-
duced as a mandatory course in the third year of the bachelor’s degree programs focusing on education
for lower secondary schools and physical education for secondary schools. This course serves as the
entry point into the model of subject-specific teaching practice. Students familiarize themselves with
the environments of several primary and secondary schools and, through reflective observation sessi-
ons, gain insight into teaching in at least five classes or grades, with lesson durations of 45 and 90
minutes. Under the guidance of mentor teachers, students learn about the functioning of schools in
relation to classroom management strategies and the resolution of educational and instructional issues.
They also attend lectures by practicing teachers on topics such as the role of homeroom teachers, the
implementation of guided physical activities in both school and extracurricular settings, methods of
physical interventions, organization and safety during training camps, and more. If interested, stu-
dents may participate in homeroom hours or parent-teacher meetings and assist the mentor teacher
with lesson organization or preparation. As part of these practices, students are offered the opportu-
nity to engage in tandem teaching with faculty instructors during the practical lessons of first-year
students. It is believed that the familiar environment of the Department of Physical Education and
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Sport and collaboration with subject-specific didacticians provide students with an easier transition to
their initial teaching experiences compared to practice in primary or secondary schools. Each activity
is subsequently evaluated in reflective seminars through supervisory discussions.

2. Continuous Subject-Specific Practice and Its Reflection is conducted over one semester as a man-
datory course in the first year of the master’s degree programs for teaching at lower secondary schools
and secondary schools. It builds on assistant practice and focuses on the deeper development of
students’ professional competences. This practice is carried out in schools similar to those used for
assistant practice and includes 13 teaching hours under the supervision of a mentor teacher and a fa-
culty subject-specific didacticians. At this stage, students assume greater responsibility for conducting
physical education lessons and independently organizing individual parts of the teaching process. A li-
mitation is the minimum group size of five students (the 13 semester hours effectively apply to the
group), with one student delivering the practical output while the others observe the lesson through
intentional observation. Due to the fact that the university semester does not align precisely with the
academic semesters of primary or secondary schools, and the timing of the practice depends on the
schools’ academic calendars (e.g., autumn or spring breaks), each individual student typically delivers
their practical output a maximum of twice. A key component of continuous subject-specific practice is
the feedback from mentor teachers and supervisory seminars, which support students’ reflection and
self-reflection. Students analyse their experiences and learn to effectively plan and organize physical
education lessons.

3. The contextual practice at the end of the master’s program focusing on education represents the
pinnacle of teaching practice. Students may select any primary or secondary school aligned with their
study program and undertake their practice there for four weeks, encompassing complete preparation,
organization, and instruction of physical education lessons. This phase provides students with the op-
portunity to fully assume the role of a teacher, not only in teaching but also in the organizational and
administrative tasks associated with school operations. Activities include participation in pedagogical
meetings, parent-teacher conferences, and collaboration with parents. Comprehensive practice offers
students a holistic experience in teaching physical education, enabling them to fully integrate theo-
retical knowledge with practical experience. Collaboration with the mentor teacher is indispensable
during this phase. The mentor assists with the preparation of individual teaching units in accordance
with thematic blocks, provides immediate reflective feedback, and offers the faculty subject-specific
didacticians an overall evaluation of the student’s performance at the school.

Discussion

Teaching practice represents an indispensable component of teacher training at the Department of
Physical Education and Sport, Faculty of Education, University of South Bohemia. Its primary aim
is to develop students’ professional competences, encompassing not only the mastery of theoretical
knowledge but also its application in practice, the ability to organize and lead lessons, work with diverse
groups of pupils, and reflect on their own teaching performance. The importance of these practices is
affirmed by both students and mentor teachers involved in their implementation. The significance of
teaching practice is regularly discussed at the Faculty of Education, not only during meetings of the
Council of Subject Didacticians for Lower Secondary and Secondary Schools but also in presentations
at the Pro Futuro conferences, with the 7th edition held on November 1, 2024. A clinical semester is
also part of professional accreditation related to teaching practice.

The results of studies and questionnaire surveys indicate that teaching practice significantly contri-
butes to the development of professional competences in future teachers. Students consistently report
that their practice provided them with the opportunity to better understand the practical aspects
of teaching, such as lesson planning, working with teaching aids, effectively managing the teaching
process, and addressing unexpected pedagogical situations (Flemr et al., 2021; Spilkova et al., 2015;
Valisova & Kovarikova, 2021; Kratochvilova & Svojanovsky, 2020; Ministry of Education, Youth, and
Sports, 2024). In connection with teaching practice, the Standard of Quality for Professional Compe-
tences of Teaching Students at the University of South Bohemia in Ceské Budgjovice was developed
(Nohavova & Zlabkova, 2022), based on the Standard of Quality for Professional Competences of
Teaching Students. According to Kratochvilova & Svojanovsky (2020):
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The Standard of Quality for Professional Competences of Teaching Students serves as a tool for
comprehensive formative self-assessment and evaluation of the professional competences of teaching
students (for primary and secondary schools) throughout their undergraduate professional preparation.
Professional competences are understood as a set of professional knowledge, skills, attitudes, values,
and personal characteristics. The purpose of the Standard is to support the professional development
of students (future teachers) during their undergraduate preparation. It represents an initial standard
preceding the future professional teacher standard and guides students, in collaboration with others
(mentor teachers, academic staff, and peers), towards self-regulation of their professional growth (p. 3).

The authors of the revised version (Nohavova & Zlabkova, 2022) recommend the following approach
for teaching students to work with the Standard:

The Standard is designed to assess the state of professional competences necessary for lesson
planning, implementation, and evaluation, as well as to monitor the development of professional com-
petences during teaching practice. The Standard serves for the long-term evaluation of individual
teaching practices as a whole (reflecting on which student competences were developed) and also for
evaluation across semesters (reflecting on how student competences were developed throughout the
entire study period). For the purpose of reflection, the Standard may be used multiple times during
the course of study. The Standard can be utilized by subject-specific didacticians, practice supervisors,
primary and secondary school teachers, and academic staff from the Department of Pedagogy and the
Department of Psychology at the Faculty of Education, University of South Bohemia. It is not prima-
rily intended for the evaluation of individual lessons (it does not serve as an observation form), but,
as stated earlier, it is intended primarily for self-reflection and the reflection of practice as a whole.
The Standard includes 26 quality criteria for professional competences necessary for lesson planning,
implementation, and evaluation. These criteria are formulated from the perspective of the teaching
student and are divided into five thematic areas: (1) Lesson Planning, (2) Conditions for Learning,
(3) Support for Learning, (4) Feedback and Evaluation of Student Outcomes, and (5) Reflection on
Teaching. At the end of the Standard, students have access to a self-reflection table for assessing the
quality of their professional competences. In this table, students record whether their competences
were developed during practice or whether they had the opportunity to develop their competences, as
individual practices may focus on developing different competences. If students had the opportunity
to develop their competences, they assess the level of development (A, B, or C) based on the Stan-
dard and, if applicable, provide an example from their practice illustrating how the competence was
developed (p. 1-2).

During teaching practice, students face challenges that they do not encounter in an academic en-
vironment; they must adapt to different types of school settings, work with varying levels of physical
fitness among pupils, and address potential reluctance toward physical activities. This process of adap-
tation is crucial for their professional growth as it teaches them flexibility and the ability to respond
quickly to new situations. Teaching practice allows students to apply their theoretical knowledge more
effectively. Physical education is not just about knowledge of physical activities and didactic appro-
aches but also involves the ability to adapt to students’ needs. During practice, students encounter
a diverse range of pupils, from those who are highly physically fit and motivated to those with low levels
of physical fitness or no interest in physical education classes. This diverse pedagogical context places
high demands on future teachers but simultaneously fosters the development of individual approaches
and differentiated teaching methods. One of the key elements of practice is reflection. The reflective
model of education helps students analyses their performance, identify strengths and weaknesses, and
plan their further professional development accordingly. This reflection occurs in several stages-during
the practice itself, students have the opportunity to discuss their experiences with mentor teachers and
faculty didacticians. Subsequently, in seminars focused on supervision and reflection, students analyse
specific situations from their teaching, evaluate their decision-making processes, and explore areas
for improvement. Reflection not only enhances self-regulation and critical thinking but also supports
students’ ability to adapt to different school conditions. Many students acknowledge that reflection
helped them better understand their pupils’ needs and respond to their specific requirements more
effectively. The reflective process also leads to improved communication skills-students must analyse
not only their pedagogical decisions but also their communication strategies with pupils, colleagues,
and parents. Another challenge is working with the material conditions of schools, which can vary
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significantly. Some schools have small gymnasiums or limited equipment, which forces students to find
alternative teaching methods. However, this aspect of teaching practice is seen positively, as it teaches
future teachers’ creativity and flexibility, which are essential competences for their professional careers
(Flemr, 2021; Kotlik & Jansa, 2017; Kursova, 2021; Kursova & Tlusty, 2024; Valisova & Kovarikova,
2021).

The results of supervisory interviews conducted during the reflective seminars of subject-specific
practice at the Department of Physical Education and Sport, Faculty of Education, University of South
Bohemia, confirm the increasing need for practice to be conducted in schools, followed by reflection.
In these interviews, questions are grouped into thematic areas such as: What activities and situations
did you find conducive to good collaboration with your mentor teacher? What surprised you about the
practice, especially if it unfolded differently than you expected? Please indicate whether (and how)
you were able to maintain students’ attention during lessons. What organizational forms of teaching
did you use? Did you use motivational methods in your teaching? If so, which ones? Were you able to
develop your professional competences during the practice? Please indicate what you still need to learn.
What key observations, insights, and impressions do you take away from the teaching experience for
your future profession? After completing the comprehensive practice, students work with the Standard
of Quality for Professional Competences of Teaching Students at the University of South Bohemia
in Ceské Budgjovice. Students report that the practice helped them gain a real understanding of
physical education teaching, taught them how to organize lessons effectively, and helped them develop
skills such as motivating students to actively participate in physical education. These experiences are
especially valuable in the context of the growing demands on the teaching profession, which requires
a high level of flexibility, creativity, and the ability to respond to the individual needs of students.

In the future, it is essential for teaching practice to remain at the core of preparing future physical
education teachers, while also continuing to evolve. This includes the integration of new pedagogical
methods and technologies that can enhance the effectiveness of teaching and support an individualized
approach to students. Emphasis on feedback and reflection should be maintained, as these elements
are crucial for students’ professional growth and their ability to become high-quality and innovative
teachers.

Conclusion

Teaching practice at the Department of Physical Education and Sport, Faculty of Education, Uni-
versity of South Bohemia, is a key component in preparing future physical education teachers. By
providing students with a comprehensive opportunity to connect theoretical knowledge with practi-
cal experience, it contributes to their professional growth and equips them with the skills necessary
for the teaching profession. During these practices, students not only learn essential organizational
and didactic skills but also develop the abilities needed to guide pupils, motivate them to engage in
physical activities, and communicate effectively within the educational process. In this way, teaching
practice becomes an indispensable tool for developing professional competences, encompassing not
only subject-specific knowledge but also the ability to adapt to diverse educational conditions and
the needs of individual pupils. Teaching practice at the Department of Physical Education and Sport
supports innovative approaches to teaching physical education. Students are encouraged to utilize
modern technologies during their practice, such as providing instructional videos to mentor teachers
and pupils and assigning challenges as part of physical activity implementation. It can be concluded
that subject-specific teaching practices fully align with modern trends in education and contribute to
the professionalization of the teaching profession. The Department of Physical Education and Sport
fully identifies with the teacher preparation concept Teacher Pro Futuro, which envisions a motiva-
ted, empathetic, and inspiring teacher-one who supports their pupils and fosters their well-rounded
competences. This integrated approach to teacher preparation ensures that graduates of the Faculty
of Education, University of South Bohemia, will be capable of delivering high-quality and competent
physical education lessons, inspiring their pupils to pursue lifelong interest in physical activities, and
contributing to the overall development of the educational process.

Literatura
Avis, J., & Thompson, R. (2019). Teaching in lifelong learning: a guide to theory and practice. Open
University Press.

146



Bendl, S., & Kucharska, A. (2008). Kapitoly ze Skolni pedagogiky a Skolni psychologie: skripta pro
studenty vykondvagjici pedagogickou praxi. Pedagogicka fakulta UK.

Bochnicek, Z., & Haliska, J. (2013). Na pomoc pedagogické praxi. Masarykova univerzita.

Flemr, L., Dragounové, Z., Kotlik, K., Pefinova, R., Suchy, J., & Tilinger, P. (2021). Pedagogické praxe
v télesné vychové a odborné praxe ve sportu. Karolinum.

Henderson, R. (2019). Teaching literacies: pedagogies and diversity. Oxford University Press.

Janderkova, D. (2019). Rozvoj ucitele a péce o sebe. Raabe.

Janik, T., Minafikova, E., PiSova, M., Ulicna, K., & Janik, M. (2016). Profesni vidéni uéiteli a jeho
rozvijent prostrednictvim videoklubu. Masarykova univerzita.

Johnson, D. W., & Johnson, F. P. (2006). Joining Together. Group Theory and Group Skills. Pearson.

Kotlik, K., & Jansa, P. (2017). Reflexe interakénich styli uciteli télesné vychovy na zékladnich skolach.
Ceskd kinantropologie, 21 (1-2), 20-27. doi: 10.5507/ck.2017.002

Kudlagek, M., Novakova Lokvencova, P., Rubin, L., Chmelik, F., & Fromel, K., (2013). Objektivizace
monitoringu aktivniho transport adolescentt v souvislosti se kolou. Télesnd kultura, 36(2), 46—64.
doi:10.5507 /tk.2013.009

Kursova, V. (2021, 5. tnor). Reflektované praze posluchact obord Télesnd vijchova se zaméfenim na
vzdéldvani (2. stuperi 7S, 88 '). Konference Ucitel Pro Futuro 2. Ceské Budgjovice, Ceské republika.

Kursova, V., & Tlusty, T. (2024, 10. f{jen). Pedagogické praze v ramci studia télesné vichovy na Pe-
dagogické fakulte Jihoceské univerzity v éeskych Budéjovicich. Disportare 2024, Ceské Budgjovice,
Ceska republika.

Kratochvilova, J., & Svojanovsky, P. (2020). Standard kvality profesnich kompetenci studenta ucitelstvr.
Masarykova univerzita.

Lunenberg, M., Korthagen, F., & Swennen, A. (2007). The teacher educator as a role model. Teaching
and Teacher Education, 23(5), 586-601. doi: https://doi.org/10.1016/j.tate.2006.11.001

Mainsék, J., & Svec, V. (2003). Vygukové metody. Paido.

Manak, J., évec7 V., & Janik, T. (2017). O wvzdélavdni, o wuditelstvi, a tak trochu i o pedagogice:
rozhovory na pruseciku t7i generaci. Masarykova univerzita.

Mazacova, N. (2014). Pedagogickd praze. Pedagogicka fakulta UK Praha.

Ministerstvo skolstvi, mladeZe a télovychovy (2024). Ndrodni Setfeni ucitelskych kompetenct zacinaji-
cich ucitelek a uciteld 2023. https:/ /www.msmt.cz/ministerstvo/novinar /unikatni-setreni-jak-jsou-
zacinajici-ucitele-pripraveni-na-svou-praci

Ministerstvo Skolstvi, mladeze a télovychovy (2023). Kompetenéni ramec absolventa a absolventky
ucitelstvi — spolecné profesni kompetence. https://www.msmt.cz/vzdelavani/kompetencni-ramec-
absolventa-ucitelstvi

Nehyba, J. (2014). Reflexe v procesu uceni: desetkrdt stejné a prece jinak. Munipress.

Nohavové, A. & Zlabkova, 1. (2022). Standard kvality profesnich kompetenci studenta ucitelstvi PF, FF,
PrF JU. https://www.pf.jcu.cz/images/PF /studium/czv/pokyny-praxe/Standard _studenta
ucitelstvi.pdf

Palicka, P., Jakubec, L., Knajfl, P., & Manénova, M. (2017). Mobilni aplikace pro podporu pohybové
aktivity a jejich potencial p¥i vyuziti ve skolni télesné vychové. In Télesnd kultura: sbornik kate-
der télesné vjchovy a télovgchovného lékarstvi. https:/ /telesnakultura.upol.cz/artkey /tek-201702-
0004 Mobilni aplikace pro podporu pohybove aktivity a jejich potencial pri vyuziti ve
_skolni_telesne vychove.php

Pecina, P., & Marini¢, P. (2021). Oborové didaktiky v odborném vzdéldvani v Ceské republice — aktudlni
stav a perspektivy. Mendelova univerzita v Brné.

Podpera, M., Kozeluhova, E., & Kozeluh, O. (2023). Privodce pedagogickou prazi. Pedagogicka fakulta
ZCU.

Prochézka, M., & Zlabkova, 1. (2013). Pedagogika — ucitel — reforma: na spoletné cesté&? Ceskd peda-
gogickd spolecnost, 23(3), 392-405. doi: https://doi.org/10.5817 /PedOr2013-3-392

Priicha, J. (2017). Moderni pedagogika. Portal.

Reitmayerova, E., & Broumova, V. (2007). Cilend zpétnd vazba. Portal.

Spilkova, V., Tomkova, A., Mazacova, N., & Poche Kargerova, J. (2015). Klinickd skola a jeji role ve
vzdéldvani uciteli. Retida spol. s r.o.

Stuchlikova, 1. (2002). Zdklady psychologie emoci. Portal.

147



Stuchlikova, 1., Janik, T., Rokos, L., Minafikova, E., Samkovéa, E., Najvar, P., Hospesova, A., & Jani-
kova, M. (2023). Hyperspace pro formativni hodnoceni a badatelsky orientovanou vyuku: koncepce-
vyvoj-aplikace. Pedagogickd orientace, 33(2), 183-185. doi: https://doi.org/10.5817/PedOr2023-2-
185

Simonik, O. (2004). Pedagogicka praxe v kontextu pregradudlni p¥ipravy uciteli. In Havel, J., & Janik,
T. (Eds), Pedagogickd praxe v pregradudlni piiprave uciteli. Sbornik z mezindrodni konference
(s. 16-19). PAF MU.

Stava, J. (2004). Pedagogické praxe v systému vzdélavani budoucich ucitelt. In Havel, J., & Janik, T.
(Eds), Pedagogickd praze v pregradudlni piipravé uciteli. Sbornik z mezindrodni konference, 45-50.
PdF MU.

Svec, V., & Bradova, J. (2013). Ucitel v teorii a prazi. Masarykova univerzita.

Tomkové, A., Spilkova, V., Pisova, M., Mazacova, N., Kréméarova, T., Kostkova, K., & Kargerova, J.
(2012). Rdmec profesnich kvalit ucitele. Narodni tstav pro vzdélavani.

Vaculik Pravdova, B. (2022). Utvafeni profesniho sebepojeti ucitele jako soucast kurikula studijniho
programu uditelstvi. Pedagogika: casopis pro pedagogickou theorii a prazi, 72(2), 185-216. doi:
https://doi.org/10.14712/23362189.2021.2072

Valenta, J. (2020). ZkuSenostné reflektioni uéeni a formativni hodnocent. https:/ /pedagogika.ff.cuni.cz/
node/174

Valisova, A., & Kovarikova, M. (2021). Obecnd didaktika a jeji $irsi pedagogické souvislosti v ikolech
a cvicenich. Grada Publishing.

Viteckova, M. (2018). Zacinajict ucitel: jeho potieby a wvddéni do praze. Paido.

Wiegerova, A. (2011). Koncepéné smerovanie pedagogickej praxe na pedagogickych fakultdach. OZ V4.

Zormanova, L. (2012). Moderni aspekty v pedagogice. Masarykova univerzita.

PhDr. Vlasta Kursova, Ph.D.
KTVS PF JU

Na Sadkach 2a/305

370 05 Ceské Budgjovice
kursova@pf.jcu.cz

148



