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INIAI'OTOBKA BUNTEJ/IA: MOJAEJIb 'EPBAPTIAHCTBA

Abstract. The article analyzes Herbartians pedagogy and the activities of educational institutions in the light of Herbartianism; retraces
the main factors of training teachers of relevant qualifications at higher educational institutions, design and development of curricula
and textbooks in pedagogy, publication of research results of pedagogues-Herbartians’ research work in scientific journals; points out
the Herbartians’ traditions in the symbiotic training of a teacher run both by the state and by the church.

The central idea of Herbartianism was the conviction that the purpose of education was the development of “ethical character”. Her-
bartianism pedagogy was never a monolith pedagogic theory, and the attitude to Herbartianism, criticised for schematism, formalism
and dogmaticism, has always been ambiguous. Different schools within Herbartianism had strong disagreements, which were hearkened
back to different attitudes towards Herbart and his theory.
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AHoranis. Y crarTi BUCBIT/IFOIOTECSI OCHOBHI acrieKTH repbapTiaHCHKOI Ie/laroriky o0 AisUIbHOCTI HaBUa/IbHUX 3aK/IafiB; Ipo-
CTe>KeHO OCHOBHi UNHHMKY MiJJrOTOBKY BUMTeJIs BiZIIOBiIHOT KBasTidiKaLlii y rejaroriyHiux cemMiHapisix, mpoaHasIi30BaHO NIPOEKTyBaHHS
Ta po3po6Ky HaBUaIbHUX MPOTPaM i IiJPYYHUKIB 3 MeJaroriku, pe3y/bTaTy A0C/TiPKeHb [e/jaroriB-repbapTiBLiB y HAYKOBHUX BU/JAHHSIX;
BKa3aHO Ha repbapTiaHChbKi TpaauLiii, TO6TO ciM6i03 iepyKaBH Ta LIEPKBH Y TiJrOTOBL]i BUMTEJIsT; 3’ ICOBAHO OCHOBHI IIISIXU 10 CATHEHHSI
Ie/laroriuHoi MaliCTepHOCTI 3 OMOPOIO Ha BIACHY MPAKTUKY.

IMenarorika repbapriaHcTBa Hiko/M He Oy/1a MOHOJTITHORO T1eIarorivyHoO0 TeOpi€lo, i cTaBeHHs 0 repbapTiaHCTBa, KDUTUKOBAHOTO 3a
cxeMatu3M, popMasti3M i JormaTrsm, 3aBKau 0y/no HeofHO3HAUHUM. Pi3Hi 11Ko/M BcepeuHi repbapTiaHChKOI Tedii Maii po361KHOCTI,
TepLIONPUUYKMHOMO SIKUX Oy/10 pi3He cTaBieHHs /10 I'epbapra Ta 1oro Teopii.

Kirouogi csioBa: repbapriaHchKa rejarorika; rmiroToBKa BUMTeJIst; [eJjaroriuHa 0CBiTa; Ais/IbHICTb Mefaroris-repbapriaHiiis; Teopist

i IIpaKTHKa.

Introduction. Establishing the continuum of similar
and common requirements for an educational system,
identifying the scope of similarity in theory and
practice, defining the content and key vectors of general
trends in the development of education, analyzing
the current state of educational system in Ukraine
and integrational processes of the formation of a
common educational space in Europe according to their
conceptual parameters indicate the need in a thorough
study and generalization of European pedagogical
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experience of the past. In this context, the development
of the domestic concept of high-quality education is
largely guided by the educational achievements of
European states. Germany, undoubtedly, belongs to
the leading countries with the long-standing traditions
in educational area. The professional training of
teachers, who have profound knowledge in pedagogy,
psychology, ethics, methodology, cultural studies, and
use interactive methods, is apriority of educational
developmentin Germany. The implementation of
modern educational concepts is based, in a great
measure, on the national and global achievements of
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the past, which require careful study and thorough
research. In view of this our attention is drawn tothe
prognostic, profound and practical considerations of
J. F. Herbart and his successors about high-quality trai-
ning of future teachers. Such famous foreign scholars
as E. Adam, D. Benner, W. Brezinka, E. Winter,
J. Hopfner, F. Horburger, H. Grimm, M. Johnston, Klat-
tenhof, W. Klingberg, R. Coriand, R. Kérenz, P. Metz,
J. Olkers, K. Prange, P. Stachel and others explored the
above mentioned issue. Since the 1990s the pedagogy
of J. F. Herbart and the Herbartians has become the
object of a considerable renewed interest, particularly
in Germany and Austria. From this perspective, the
conferences conducted in Oldenburg in 1991, 1994
and 1996 were significant. In 1997 the international
conference “Herbartianism: the Forgotten History of
a Science” (“Der Herbartianismus: die vergessene
Wissenschaftsgeschichte”) was arranged in Jena (the
center of German Herbartianism). Later similar confe-
rences were held in Sint-Niklaas, Belgium (2005), Hal-
le, Germany (2007), Eichstatt-Ingolstadt, Switzerland
(2009), Warsaw, Poland (2011), Essen, Germany (2013,
2015) and Paris, France (2017), Jena, Germany (2019),
Budapest, Hungary (2022), Graz, Austria (2023).

The aim - to explore the importance of teacher
training in context of the model of Herbartinianism in
education institutions.

Theoretical framework. The most remarkable was
the disagreement between K. V. Stoy and T. Ziller. The
Herbartians never agreed completely among them-
selves about their pedagogical views, but they were
united in the idea of raisingpedagogy to the rank of
academic science.

According to some researchers, Herbart was the first
to make an important attempt to form teacher's scien-
tific and pedagogical outlook and develop a philosophy
of teaching. According to W. Brezinka, J. F. Herbart
was popular among the secondary school teachers, be-
cause the whole system of German secondary educa-
tion of that time was based on his pedagogy [5, p. 413].

German educator, philosopher, psychologist and uni-
versity professor J. F. Herbart contributed to the reform
of educational and teaching practice, analyzed the
problem of high-quality teacher training in a historical
aspect, and revolutionized educational thinking.
He has been recognized as the founder of scientific
pedagogics, pedagogical theory and practice. Herbart’s
thinking, experimentation and personal experience as a
teacher and educator helped him to form his theory of
education which was founded on practical knowledge
and philosophical reflection.

It is thanks to J. F. Herbartthe notion of “pedagogical
tact” has become a common heritage of pedagogical
thinking and activity. In his work “Pedagogical Writ-
ings” (“Padagogische Schriften”) (1802) it was high-
lighted that the pedagogical tact was formed in the
process of pedagogical practice. According to Herbart,
a teacher should be acquainted with pupils’ mental
development, to use what a pupil already knows [12].
The scientist and his successors stressed that success
or failure of all pedagogical efforts depended on how
the teacher “formed” his tact through thinking and
reflection, research and science.

Herbart’s scientific views have influenced mainly
pedagogical practice. The undeniable proof of this
was the practical school, he founded for the students
of preparatory courses in Konigsberg in 1808, where
he delivered lectures on pedagogyand conducted dis-
cussions on the topics proposed by the students. In
particular, Herbart wrote to the curator at the Uni-
versity of Konigsberg: “If I worked every day for an
hour with a small number of students familiar with
my pedagogy, soon under my guidance they would
be able to impart their knowledge to new students”
[8, p. 106]. His proposal was supported. The King of
Prussia, Friedrich Wilhelm III, demanded profound
reforms in the system of education. F. Nikolovius
and J. W. Siivernoffered an urgent “renovation” of
educational institutions (universities and gymnasia).
They drew attention to Herbart’s considerations on
this subject in his “Sketch of the Foundation of a
Pedagogical Seminary” (“Entwurf zur Anlegung eines
padagogischen Seminars”) (1809) [12]. In this, the
so-called “institute of didactics”, a trainee teacher
worked with 2-3 students for 4-5 hours per week.
As it was emphasized by Herbart, it was a unique
opportunity to introduce new teaching methods, ap-
ply them in practice, andpresent the achievements of
pedagogical experience. He alsonoticed the fact that
the last had to be recognized in scientific circles as
completed and grounded [8].

One of Herbart’s successors was K. V. Stoy (1815—
1885), who divided pedagogy into three relatively
independent branches — philosophical (the purpose
and means of teaching and education), practical (the
organization of education in family and school) and
historical (the development of theory and practice of
teaching and education). From Herbart he aquired the
belief that practice was an important part of pedago-
gy, and that theory had to be combined with practice.
K. Stoy was conservative in his interpretation of Her-
bart’s ideas [15].
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After Herbart’s death, K. V. Stoy on December 9,
1842 opened a pedagogical seminary in Jena, simi-
lar to the one Herbart had established at Konigsberg.
At the seminary studied students of both sexes (from
1844), which was not practiced before. In 1844 the
Herbartian opened there a practice school (2 classes for
girls). Since 1848 at the pedagogical seminary children
of the lower social strata have studied, and Stoy made
all efforts to increase the number of such classes. The
practice school numbered about 170 students and be-
came a model for the establishment of the pedagogi-
cal seminary at Leipzig University. 1876 was the year
of integration of the pedagogical seminary and the
Johann-Friedrich School (Johann-Friedrichs-Schule).

The number of the practicing teachers has increased
from 4 to 12 in the first year of its existence. At that
time, the number of students willing to study at the
seminary school was growing [13, p. 35]. In addition to
the homeroom teachers, full-time and part-time trainee
teachers worked with the students. The full-time tea-
chers before working at the seminary had to undergo
a probationary period at the seminary school. There
were three classes and, accordingly, three homeroom
teachers, who trained them for classes, and reported
to the school principal. Beginners could start teaching
there only after attending classes in their subject. As
O. Beyer noted, the duties of the homeroom teachers
were performed by two trainee teachers. The training
material was prepared at the request of the school
principal and supervising teacher in a written form
and it was subject to thorough check [3, p. 43]. The
homeroom teachers were responsible for the educa-
tional work of the trainee teachers and had the right
to attend their classes, make comments, and give in-
structions or useful advice. The educational material
was divided according to the themes and number of
classes, and besides, the prepared guiding questions
were added. At the end of each week there was a con-
ference of the seminary’s trainee teachers, where they
discussed classes and arrangements for organization
of work and discipline.

All staff was required to attend weekly meetings
at the seminary. After the conference the theoretical
and pedagogical trainings were conducted twice a
week. Their results were registered in “The Results
of Practice”. The meetings at the seminary included:
theoretical analysis, workshop and conference. For
the theoretical analysis the trainee teachers prepared
mock lectures and essays on ethics, psychology, peda-
gogy and methodology. At the conference, the home-
room teacher appointed one reviewer for each trainee

teacher, who, according to the relevant scheme, pre-
sented his findings a day before the work began. In
addition, the trainee teacher evaluated his own work.
Based on both reports and answers to the questions
raised during the discussion, the overall evaluation
was made. The following points were brought up at
the conference: 1) discussion of the practice: reading
off self-critical and critical remarks, discussion, re-
view; 2) analysis of theoretical works; 3) any other
business.

The Stoy’s pedagogical seminary in Jena has gradua-
ted over 600 students. Theological students received
there practical and pedagogical education, which
combined the following forms: pedagogy, practice,
reviewing and scholasticism. Pedagogy in the form
of lectures served to theoretical and pedagogical trai-
ning. Seminarians or K. Stoy by himself prepared the
reports on the publications and textbooks in pedagogy,
discussed special psychological and pedagogical is-
sues, and presented original curricula for the school
at the seminary, where they gained pedagogical expe-
rience. Practice included mock classes (the presence
of all seminarians and their supervisor was obligatory).
Practical classes were thoroughly discussed at the re-
viewing by the seminarians, reviewer and head of the
seminary, and got Stoy’s general evaluation. The extra
curricular school time was the subject of scholasticism.
The internal code of conduct at the school envisaged
an “authority responsible for everything at school, ex-
cept for the didactics and methodology — scholasticism
(weekly news, issues, instructions, suggestions, etc.,
including moral behavior, cleanness and discipline)”
[15]. The forms and methods of teaching at the semi-
nary were aimed, first of all, at the proper training of
future teachers or educators [16, p. 124]. The semina-
rians spent most of their school life in hobby clubs, as-
sociations and societies (catechism, physical exercises,
library, museums, excursions, music) [15].

K. V. Stoy tried to realize his theoretical views at the
school he created at Jena seminary, where the advanced
methods of teaching (excursions, dramatization, manu-
al work, etc.) were used. Teaching at the practice school
was assigned exclusively to the seminarians under the
supervision of an experienced teacher and was carried
out in accordance with the curriculum of folk schools.
Stoy laid emphasis on illustrative teaching. He gave
his instructions to the seminarians. In particular, they
had to be knowledgeable in their subject area, art of
teaching and pedagogical tact. The Herbartian was fo-
cused on the pupils’ outlook. For example, exercises in
the native language were educational, geography and

114 ISSN 1681-2751. MEJUYHA OCBITA. 2023. Ne 3



MNIIBUIIEHHSA SKOCTI BUII[OI MEJJAYHOI OCBITHU

nature studies were taught on the basis of environmen-
tal observations etc. Stoy’s indisputable achievement
was his speeches in support of the school, where pu-
pil’s personality would be developed.

The German tradition of Herbartianism differentiates
the Stoy and Ziller schools, the former remaining true
to Herbart's ideas and the latter extending them. K. Stoy
and T. Ziller have accelerated pedagogical processes
of thinking and activities proposed by J. F. Herbart, so
that at the beginning of their academic activity they
offered and organized pedagogical seminaries in the
form of educational institutions, where were the op-
portunities to train young trainee teachers for their fu-
ture educational work.

In 1870 K. Stoy published “Psychology in a Con-
cise Presentation” (“Die Psychologie in gedrédngter
Darstellung™) as a guide for conducting lectures and
practical classes in gymnasia, pedagogical seminaries
and universities. The foreword included speculations
about the need for studying elements of psychology
at higher educational institutions. K. Stoy stated that
students had limited knowledge of the fundamentals
of philosophy and demanded the introduction elements
of logic and psychology into the educational process
[9, p. 29]. In order to eliminate the “arbitrariness” of
empiricism and materialism (abrogating the distinction
between spiritual and physical) from psychology, he
followed three provisions of metaphysics when teach-
ing general psychology: 1) the only real medium has
laid the foundations of all psychic phenomena; 2) one
can observe the internal state of soul, but do not try to
change it; 3) the simultaneous emergence of mental
states returns to the motive of connection and interac-
tion, present in soul.

Herbart’s successor claimed that a university had the
opportunity to introduce new pedagogical generations
into science, so that they received the vision of
educational problems, actively worked for the national
education, and could better understand the problems of
the younger generation. Those three requirements were
noted by the Herbartian at the pedagogical seminary
of Jena University.

W. Rein studied theology in Jena, also listening to
Stoy’s lectures on pedagogy. He succeded Stoy at Jena
and made it the center of Herbartian theory and practice
that attracted students from other countries.

In Rein’s pedagogy the pupil’s personality was
dominant. W. Rein focused on the importance of
transferring knowledge from “generation to generation,
from soul to soul and from personality to personality”
[14, p. 73]. In such a manner he described the “spe-

cial” teacher training: 1) gained knowledge must be
carefully checked and organized; accordingly, the edu-
cational material must be associated with the previous
one, which would promote integrity and perfection; 2)
when looking for the psychological preconditions of
the educational process, a pupil should bein the focus
of attention (doing so scientifically grounded psycho-
logical and pedagogical tasks could be solved); 3) the
main thing for a teacher was to be engaged in theory
and practice, observe, find and develop new material,
practice in his specialization, and be able to draw con-
clusions. The Herbartian emphasized that a teacher
must be an artist and an actor and must possess moral
quality. In particular, he stressed that “not only scien-
tifically grounded knowledge is the most important in
pedagogy, but also “artistic”work, its direct influence
on the hearts of young people” [14].

Concerning the relation between theory and practice,
the Herbartians proceeded from the fact that practicing
teachers, because of their ignorance in scientific
explanations, drew more on their own experience and
observations. They convinced that this fact negatively
impacted educational career of teachers as they
acted at their own discretion. Herbart’s successors
supported their teacher’s idea, that anyone studying
art in activity and thinking in science determined his
behavior by an experience [7, p. 19]. In their opinion,
it was important that a teacher, before planning classes,
kept in his mind a “picture of a pure soul”, instead of
saddling himself with in significant things. W. Rein,
T. Ziller, F. W. Dorpfeld et al. considered unacceptable
when teachers of higher educational establishments
pursued science and did not apply their knowledge
and scientific achievements to the needs of an average
student. They emphasized that such situation could
be avoided if teaching seminaries were established at
universities, and anacademic staff worked on an equal
basis with practicing teachers [7, p. 59].

F. W. Dorpfeld characterized W. Rein as a smart,
quick-witted, kind-hearted teacher and well-known
practicing educator of that time. In 1885 Rein headed
the Department of Pedagogy in Jena and with the
Minister of Culture Weimer’s permission founded
the folk school at the pedagogical seminary (three
classes for the primary, secondary and higher levels).
His lectures on general pedagogy were based primar-
ily on two subjects: ethics and philosophy. Besides,
he introduced additional lectures: “Life and Doc-
trine of J. F. Herbart” (“Herbarts Leben und Leh-
re”), “Problems of Modern Pedagogy” (“Probleme
der modernen Paddagogik”), and “School Education
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Abroad” (“Ausléndisches Schulwesen”). Under Rein’s
supervisionin 1895-1900 the seven-volume work
(first edition), and later the ten-volume work (second
edition) of the “Encyclopedic Handbook of Pedagogy”
(“Enzyklopéadisches Handbuch der Pddagogik™) were
published [1, p. 38].

W. Rein considered pedagogy as an applied science
similarly to medicine. If the latter was based on knowl-
edge of anatomy and physiology, the former relied, on
his conviction, on ethics and psychology. He enuncia-
ted his thoughts in “The Theory and Practice” (“Theo-
rie und Praxis™), published in the “Encyclopedic Hand-
book of Pedagogy”, where thoroughly explained the
problems of theory and practice. Differences between
theory and practice he saw in the under-estimation of
theory as opposed to practice. Over estimation of prac-
tice he found in exaggerating the role of experience
[6, p. 149]. Pedagogical science was for Rein nothing
else but systematized, well-ordered, substantiated
embodiment of the “pure” experience gained and tested
by people through education. The educator understood
that practice was the beginning of pedagogical science,
and it played a leading role. He explained, that it was
possible to achieve progress, only when apractitioner
was aware of his own weaknesses and took interested
in the experience and results of other teachers.
W. Rein insisted, that it would be possible to reach a
higher scientific level, when bring into the system of
indisputable concepts the combination of the results
of thoughts and actions with continuous practice,
and then theory would precede practice. Although
theory indicated only the direction, both of themwere
interwining with each other. Rein emphasized that in
such interpenetration, the “naked” practice was “blind,
uncertain progress”, in which there was no clarity of
theoretical knowledge [14, p. 54].

W. Rein appealed to organize and equip educational
institutions for the scientific pedagogy with the pur-
pose of their influence on gymnasia, pedagogical
seminaries and other educational institutions [17,
p. 408]. Training at the seminary school was based
on constant concentration of attention, on the results
of synthesis and systemacity. Leipzig Pedagogical
Seminary was closed in 1882 after Ziller’s death, but
the seminary in Jena continued to train specialists.

W. Rein in his work “Pedagogy in a Systemic
Presentation” (“Pddagogik in systematischer Dar-
legung”) outlined the importance of thorough high-
quality teacher training, since it determined the further
education of people, formed moral qualities which, in
his opinion, was one of the main elements for national

education. The Herbartian opposed the based opinion
of the representatives of higher educational institutions
that a teacher should be, first of all, a scientist. He
emphasized the importance of symbiosis of a good
scientist and “smart” practicing teacher. Actually, the
primary task of a pedagogical seminary W. Rein saw
in the further development of pedagogical science and
high-quality theoretical and practical teacher training.
Such twin challenge, in his opinion, could not be
resolved neither by the state nor by another private
institution, but only by the university, where practical
philosophy was focused on the issues of the meaning
and purpose of life, and empirical psychology tried
to disclose the laws of spiritual and mental life, while
psychology revealed new ways of physical health.

The tasks of pedagogical seminaries at universi-
tiesthe Herbartian saw in the further development
of pedagogical science and theoretical and practical
education of teachers. Both tasks, in his opinion, were
interconnected. Both state and private schools made
efforts to educate the younger generation, so it did not
matter to him if they relied on university education,
where practical philosophy dominated, and empirical
psychology tried to reveal the laws of the soul of
individuum.

That, according to W. Rein, was the opportunity to
prepare the younger generation of teachers for scien-
tific work and lay the foundations for practical work.
He confirmed that the pedagogical seminary at Jena
University fulfilled those tasks. W. Rein studied under
the disciples of the German philosopher J. F. Herbart,
K. V. Stoy and T. Ziller, and later tried independently,
as a full-time professor of pedagogy in Jena, to solve
the problem of high-quality teacher training in Ger-
many. He emphasized the artistic and eclectic com-
ponent of a pedagogical profession and demanded
general professional-scientific, aesthetically-oriented
training of teachers.

Herbartian pedagogy (from J. F. Herbart to T. Ziller,
W. Rein and O. Willmann) became comprehensible and
popular among German teachers. Herbart’s successors
concluded that it contained methods, provisions, skills
and instructions for achieving the goal and, moreover,
was very dynamic. The Herbartians, together with their
teacher, convinced that only activity could help to learn
art and train a genuine specialist [1, 2, 6, 10, 11, 19].

T. Ziller investigated educational questions, and his
first works extensioned Herbart's ideas. He established
a pedagogical seminary and practice school at the
University of Leipzig. Ziller founded Society for
Scientific Pedagogy (Verein fiir wissenschaftliche
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Pddagogik) in 1868, which propagated Herbartian
ideas, and studied Herbartian approaches to educational
problems. Ziller was a strong supporter of Herbart’s
emphasis on the moral aspect of education, and tried to
show how every part of instruction could contribute to
the forming of character. He wrote “Basis of the Doc-
trine of Instruction as a Moral Force” (“Grundlegung
zur Lehre vom erziehenden Unterricht”), published in
1865, which set forth Herbart’s idea of instruction as
a moral force.

T. Ziller paid special attention to the didactic training
of teachers. He, in particular, stressed the importance
of attaining pedagogical excellence through the
“pedagogical tact”. The Herbartian noted that one
could achieveit only through practice, but usingthe
instructions and methods of theory [18, p. 74].

T. Ziller appealed to his contemporaries for improving
the quality of a school, teaching and trainingof future
teachers: “Without a teacher there is no school, without
improving its quality there is no improvement in
education” [17, p. 615]. One of the main requirements
to gain qualification of teacher was the organization of
pedagogical schools based on scientific foundation at
higher educational establishments.

Educational reforms in Germany and Austria-
Hungary in the second half of the nineteenth century
coincided with the impetus for the development
of pedagogy as a science at universities. On the
implementation of the Education Act § 42 dated
14 May 1869 it was provided the establishment of
pedagogical seminaries at universities and technical
institutes with the adscript “for better training of
teaching staff”. Educational political environments
invited O. Willmann to discuss reformational changes.
In accordance with the above mentioned Education
Act, the Vienna City Council decided to open a nor-
mal school.

In 1868 Willmann received Austrian citizenship and
was appointed the head of the department and senior
teacher of the newly established normal school with the
practice school. High-level officials and employees of
the educational sector had a misconception about such
school and considered its existence disputable and even
dangerous. In disregard of biased attitude, O. Willmann
managed to organize the practice school following
T. Ziller’s pedagogical reforms. The school quickly
earned reputation, and in 1871/1872 there studied 230
students. The Herbartian himself had 21 lessons per
week and conducted educational practice [5, p. 424].

While working at the normal school Willmann
took an active part in discussions on theoretical and

practical training of teachers. In the article “On the
Training of Teachers and Teacher Training Institutions™
(“Uber Lehrerbildung und Lehrerbildungsanstalten”)
(1869), the educator expressed an opinion about the
functioning of practice schools and spoke against “a
large number of demonstrative schools” [6, p. 153] at
teacher training institutions. He demanded to found
an institution that would control pedagogical activity.
O. Willmann approved interconnected education, and
criticism and notation atthe conference discussions
were useful in further training and practice.

According to the Commission results, the Depart-
ment of Pedagogy was establishedat the University
of Vienna. The Department was headed by T. Vogt.
At the same time, the establishment of the Philosophy
Departments at the universities of Graz and Innsbruck
was approved. Their heads were obliged to deliver
lectures on pedagogy. After that decision O. Willmann
was asked to comment on the concept of pedagogical
schools at universities in the presence of the Ministry of
Education. The Herbartian highlighted the discrepancy:
pedagogical practice refered to education and
training, but the very science of education and
training had “justified” difficulties. O. Willmann
represented the thesis that “the introductory course
on pedagogy at higher educational establishments is
an essential condition for improving the quality of
school education” [4]. His sketch assigned a specific
meaning to lectures on general pedagogy, didactics
and methodology, as well as history of education. He
was convinced, that practice schools were basic for the
high-qualitytraining of future teachers.

After O. Willmann moved to the University of
Prague, the Ministry of Education addressed him with a
request to submit a proposal for the implementation of
the Education Act § 42. Willmann presented a petition
about “Pedagogical Seminaries at Universities”, noting
that “the resolution about the necessity of organization
of special teacher courses (pedagogical seminaries)
at universities or technical institutes for the general
training of teachers is vague and controversial”. In his
opinion, it had three practical consequences: 1) it was
possible to open advanced training courses for teachers
of folk and city schools; 2) for the professional training
of teachers, it was decided to organize, in accordance
with the Education Act, teacher seminaries at univer-
sities, which must be available for the teachers of folk
and city schools; 3) the resolution recommended to
unite the two above-mentioned moments.

The first interpretation of the Education Act was
not subject to discussion for O. Willmann, since it
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completely excluded the organization of pedagogical
seminaries. In addition, the organization of advanced
training courses at universities was undecided, since it
was not clear how to admit the teachers of folk schools
to universities. Willmann considered that it would only
be a further theoretical education, and practice schools
had to be integrated into the advanced training courses.
According to the Education Act “Cooperation in the
Teachers Training” (§ 35), “Participation in the Peda-
gogical Council” (§ 19), “Activities of School Inspec-
tors” (8§ 28), practical training was obligatory to train
a highly educated teacher [17].

Another interpretation was found to conform to the
Education Act. Willmann saw two options to estab-
lish theoretical and pedagogical seminary. The first
— for the theoretical and pedagogical training (Royal
Pedagogical Seminary in Leipzig, Thaulow Seminary
in Kiel, Schwarz Seminary in Heidelberg). The second
—with theoretical and practical training at educational
institutions and practice schools (StoySeminary in Jena,
Ziller University Seminary in Leipzig). O. Willmann
explained why he did not support theoretically ori-
ented seminaries. In his arguments we follow the con-
cerns about lowering the “level of theoretical study
of educational science, when the teachers of folk
schools will be admitted to such seminaries”. It was
his belief that teachers of folk schools would receive
an “incomplete education” because they did not have
gymnasium training. As evidence of his arguments,
O. Willmann gave an example of the unsuccessful
attempt to enroll the teachers of the folk school at the
Royal Seminary, which led to the division into the
pedagogical-philological and pedagogical sections, and
the latter was not recognized even under the prudent
guidance of H. Masius [6].

The third interpretation, that is, the combination of
advanced training courses and pedagogical seminaries
was Willmann’s goal. He recommended organizing
pedagogical seminaries at universities together with
practice schools. In this regard, he submitted to the
Ministry of Education his sketch (16 paragraphs) of the
Annex to the Education Act § 42. O. Willmann could
not translate into practice formulated requirements for
the organization of teaching seminaries at universities
at the newly founded (1876) seminary of Prague
University. From the report on his teaching activities
(1872-1875) it became clear what weight he lent to
the lectures on general and philosophical pedagogy,
didactics, history of pedagogy and theory of education,
since he believed that pedagogy must take its place
among other sciences [17]. The organization of

practical classes where lecture material was explained
and discussed was problematic for O. Willmann.
Large volume of tasks was difficult for the listeners,
unprepared for such training [17]. The Herbartian tried
to establish a connection and correspondence between
the educational institutions, and prepared a statute with
certain requirements. His beliefs envisaged the founda-
tion of an institution that would be analogous to similar
professional seminaries, namely, in accordance with
8 1, the purpose of a pedagogical seminary was to
enable students to master the basics of scientific
pedagogy independentland their ability to work at an
educational institution” [8].

An inquiry about the functioning of the pedagogical
seminary at the university (1871) was of great signifi-
cance for Willmann's reputation at the University of
Prague. The Commission members: scientists (Mik-
los, Vogt, Stoy, Ziller, Masius and Zimmermann) and
representatives of various non-governmental organiza-
tions (Ministerial Adviser Ficker, a headmaster of the
gymnasium Hohegger and a headmaster of the college
Diettes) raised three questions. 1. Was teacher training
for secondary schools and functioning of pedagogi-
cal seminaries at universities necessary or desirable?
2. Was it possible for a folk school teacher to receive in
such seminaries a complete education and high-quality
training? 3. What requirements to the educational ma-
terial should be made at such seminaries? [5].

In Vogt’s conclusions we note the answer to the first
question with disagreements, since the Commission
members had different ideas about the need for the
functioning of pedagogical seminaries at universities.
The teachers of folk schools were denied practice and
internships at university seminaries. As to the third
question, Miklos’s proposal, in which he demanded
not to restrictthe number of listeners to the lectures on
pedagogy, while the number of students ata pedagogical
seminary did not exceed 12, was supported. The Com-
mission members were unanimous in the matter of the
selection of educational materials by a lecturer [7, p. 67].

In his publications O. Willmann developed the idea
of practice schools at seminaries. In the analysis of
“Education for Teachers in Germany and Austria” he
chronologically analyzed the need for education for
teachers in: 1. pedagogical institutions (other than
universities); 2. scientific seminaries; 3. pedagogical
seminaries with practice schools; 4. pedagogical
seminaries without practice schools [17]. After
evaluating the advantages and disadvantages of the four
types of educational institutions Willmann expressed
an opinion: “One who can work in a team, has his own

118 ISSN 1681-2751. MEJUYHA OCBITA. 2023. Ne 3



MNIIBUIIEHHSA SKOCTI BUII[OI MEJJAYHOI OCBITHU

opinion, and combines components of educational
material into a single whole can study here” [7]. He
understood arguments of the opponents of practice
schools, but he was interested how the young teacher-
theorist would teach and educate without practical
skills? One of Willmann's answers was as follows:
“Only primary (basic) education is fundamental for
a young teacher; he is undergoing adaptation, learns
to adapt the educational material and his mistakes are
visible here” [17]. He supported this form of training
from the didactic perspectives of higher education,
since he believed that students receiving university
education, would subsequently receive pedagogical
competence and be good professionals.

The Herbartian contemplated that the students
of pedagogical seminaries with practice schools at
universities worked in “laboratory conditions”, so they
received “genuine education”. Besides he criticized
didacticians, who during the classes did not propose
discussions about forms and methods of teaching the
basic subjects, and means and methods of specialist
formation. O. Willmann marked the strengths of Prague
seminary, the seminary without practice school. The so-
lution of the problem of training teachers for vocational
and higher education was connected, according to
O. Willmann, with the development of the science
of education. The educational process at a university
had to be organized according to the general didactic
rules. At the same time, he assumed that there were
objections to the study of the didactics of high school.
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