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Abstract 
The paper aims to answer such questions as: What communication situations are kindergarten 
teachers involved in, with whom, and what and how do they communicate? How do kindergarten 
teachers feel when they communicate with parents of children and with their colleagues? It then points 
out the impact of educational styles in families in communication of parents with the teacher. The text 
is based on quantitative research undertaken in 2016 as a part of the Summer School designed for 
kindergarten teachers. The research sample consisted of 123 kindergarten teachers. The results are 
processed in the form of descriptive analysis. The collected data shows that the majority of teachers 
feel prepared for solving problems with parents "very well" (52.9%) and "well" (24.8%). The 
preparation, however, is better evaluated in relation to continuing education courses, not to 
undergraduate training. The most accentuated topic is the issue of discipline. 
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1 INTRODUCTION  
Communication in a pedagogical context is perceived primarily as a means for exchanging 
information. The reality of current school practice, however, brings a new perspective to the priorities 
of communication. Communication changes its substance – transforming from ratio to emotio, from 
child to adult (parents, colleagues), from intelligence to unintelligibility. The starting points of our 
research are the experiences and opinions of teachers in preschools in the Czech Republic in 
communication with adult partners, with whom they address problems related to child-rearing; that is, 
with parents or colleagues in the team. This topic has proven crucial in the context of a project 
supporting the personality and social development of the pedagogues of these schools.  

It has been shown that during communication from parents to teachers, it is important that parents feel 
that the preschool does not stand in opposition to the world of the family, but complements it. If we 
seek to analyse the communication between the family and the preschool, it is evident that the ability 
to identify and comprehend the ideas of parents about rearing their own children is crucial. Certain 
authors [1] divide parents into those who are open and willing to collaborate in the upbringing and 
education of their children, while the other group is composed of those who fully trust the school and 
entrust it with how the children will be educated. And yet there also exists a group of parents who 
expect the school to raise the children according to their instructions because, in a distorted way, they 
perceive their role as a supervisory one in somewhat of a client system. Still, the upbringing and 
development of children in school is more than merely a service. It is a complex and uncertain 
“business” to such a degree that its effects will not be made manifest without the cooperation of 
everyone – teachers, parents, and children/pupils. 

Understanding the essence of the child-rearing style of the family is fundamentally critical also 
because this style is a direct reflection of how the parents perceive and apply their authority in the 
upbringing of their children. Parental authority establishes not only a method of mutual communication 
with the children, but also gives character to expressions of overall behaviour when discussing the 
collaboration of families with the preschool [2]. In the context of communication, authority is perceived 
as one of the levels at which we experience dominance over one another [3]. Authority, in connection 
with questions of upbringing, is introduced to the context with issues of discipline and subordination of 
oneself and others [4]. 

The communication between teachers and parents is thereby, in its own way, a struggle for authority 
and power over the preservation of child-rearing strategies. This struggle may have the character of a 
positive rivalry. In such cases it becomes a question of who is capable of providing the children with 
more positive stimuli. Pedagogues perceive this situation as an effort by the parents to involve 
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themselves as much as possible in the child-rearing program of the school. They try to provide inputs 
to the program and assist with its development, but also to change and co-determine its character in 
relation to the individual needs of their child. Most authors welcome this approach [5, 6, 1] and 
consider it a guarantee of the realisation of preschool’s child-rearing plans. Of interest is the opinion 
[7] that points out, on the other hand, that overly frequent inputs by parents to the school regimen 
disrupt the unique socialization and developmental role of this environment. 

The struggle between the child-rearing authority of the parents and the teachers can also take on a 
negative form. Examples may include conflicts between teachers and those parents who apply 
authoritarian parenting. These are often families where authority is entrenched as the power and 
strength of the adult. The adult then requires of the child, as the mere “object” of his actions, 
obedience, compliance with orders, and respect for prohibitions. This does not therefore constitute an 
authoritative style of parenting, but rather an authoritarian style [8]. These parents often transfer their 
directive style into communication with the teacher. Teachers perceive the situation negatively when 
the parents give them direct orders in front of the child. They then have a tendency to continue in this 
style even with adults present. In the event that they do not find the expected response on the part of 
the pedagogue, or if a problem arises, this provokes aggressive conflict. Pedagogues in preschool 
consider managing such situations their greatest problem.  

In conclusion, we can state that preschool education in today’s era has achieved significant changes, 
and it cannot be automatically expected of the parents that they will understand these changes and 
automatically communicate openly with teachers: “Not all parents are familiar with these changes and 
not all of them identify with them. Lack of knowledge of the goals of preschool education, personal 
experience, positions, as well as the basis of their personalities then brings an entirely different 
approach of individual parents and families to preschool” [1: 75] There is still a range of parents who 
wish to address their parenting problems through dominant and conflict-based communication with the 
preschool. Monitoring communication from the perspective of the preschool teachers in our study 
points to the types of communication situations preschool teachers find themselves in, as well as with 
whom, what, and how they communicate. We consider it important to also take into account the 
feelings that teachers experience during communication; we focus on how they themselves feel during 
communication with the parents of children as well as with their colleagues.  

2 METHODOLOGY 
The text relies on the results of a quantitative investigation (questionnaire) conducted in 2016 as part 
of Summer School for preschool teachers. The sample group consisted of 123 respondents. In all 
cases the respondents were women. In the age category from 19-30 there were 23 respondents, in 
ages from 31-40 there were 26 teachers, 41-50 years consisted of 30 teachers, and 51-60 years 
consisted of 38 teachers; two teachers were older than 60 and four teachers did not enter their age. 
The length of experience was derived from the age of the respondents, from one year to 37 years. 
Data was processed using SPSS software. The results have been presented using relative and 
absolute frequencies.  

3 RESULTS 
Preschool teachers must communicate with their colleagues throughout the day, in meetings, but 
above all also with the parents. Teachers perceive themselves positively as regards their 
communication skills. Only one respondent states: “when it’s not necessary, I prefer to stand by”. 39 
teachers do not have problems communicating (31.7%), 65 of 123 mostly do not have a problem (52.8 
%), and 18 teachers experience mild shyness (14.6 %). 

Within the questionnaire they ranked their feelings during communication with parents on a scale of 1-
5 (1 – absolute certainty, 5 – absolute uncertainty). No teacher experienced absolute uncertainty in 
communication, whereas ten teachers marked the edge case of “absolute certainty” and nine teachers 
felt closer to absolute uncertainty (number 4 on the ranking of feelings). From the Table 1 below it can 
be seen that teachers sense a definite uncertainty in communications with parents. 
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Table 1.   Feelings during communication with parents regarding their child. 

 1 2 3 4 5 Didn’t 
answer 

Feeling during communication with parents 
– absolute frequency 

10 63 37 9 0 4 

Feeling during communication with parents 
– relative frequency 

8.1 51.2 30.1 7.3 0 3.3 

The level of preparedness to address problems communicated to parents by teachers closely 
correlates with the above referenced certainty. How well prepared did teachers in preschool feel 
overall in seeking solutions to problems brought to them by parents or that they themselves need to 
address with parents? We based this on the idea that the level of preparedness can be traced both to 
pregraduate studies as well as to continuing education. Teachers ranked their overall feelings of 
preparedness in the same grading scale used in Czech schools to grade students (1 – excellent, 5 – 
inadequate). They ranked their perceptions of pregraduate preparation and continuing education in the 
same manner. 121 respondents answered the first question (overall preparedness), while 118 rated 
their pregraduate preparation and 120 rated continuing education. From the results it can be seen that 
the teachers consider themselves prepared for addressing problems “very well” overall (52.9%), with 
24.8% “well”. A rating of “excellent” appeared in only 21 cases (17.4%). Preparation is more positively 
assessed in connection with continuing education courses, not with pregraduate preparation.  

The open question in the survey: “What problems and what questions do you most often communicate 
with parents?”, was answered by 110 teachers. Accentuated topics include behaviour of children 
(“hurting children”, “aggression toward classmates” and so forth). At the same time the teachers stated 
that this communication is associated with unpleasant feelings, that they attempt “to find common 
ground”, “to provide advice for managing their child”, “I ask how he behaves at home and how the 
parents deal with it”. The following statements were heard: “What about our child? Does he behave 
the same way toward you?”. Other topics include eating habits, speech pathology, school maturity, 
dressing, child sickness (“When I know a child isn’t completely healthy but a parent claims he is”), 
“organizational matters”. In relation to self-sufficiency on the part of the child, it was mentioned that: 
“the parents do everything for the child, they even still carry him in their arms”. The experiences of 
children were described only marginally, an effort to praise them (“ideally only when deserved”), “when 
they stand out in something”. While the question focused on communication topics, an answer 
appeared reflecting the position of preschool teachers and revealed a perspective on communication 
on the part of the parents: “failure to respect the position of the preschool teacher – for them we’re 
simply babysitters who are always coming with something”. The counterpoint that illustrates the 
diversity and wide spectrum of perspectives on communication between preschools and parents is the 
statement by a different teacher “…and then there are mothers with whom I even enjoy idle chitchat 
(unfortunately they are the exception).”    

Concerning mutual communication between teachers in preschools, in assessment as part of the 
question “How would you rate your ability to communicate with your colleagues? (grade it as if in 
school)”, the most commonly selected option was “very good” and “excellent” (Table 2) 

Table 2.  Assessment of communication capabilities in relation to one’s own colleagues. 

 1 2 3 4 5 Didn’t answer 

Assessment of communication with 
colleagues – absolute frequency 39 61 11 9 1 2 

Assessment of communication with 
colleagues – relative frequency 31.7 49.6 8.9 7.3 0.8 1.6 

And how do preschool teachers perceive relationships in their workplace? Answers to the question: “If 
you had to try to describe in one word the quality of your relationship with your colleagues (regardless 
of variation among relationships with different colleagues), i.e. to describe your current overall feeling 
in the collective, what word would you use?” we divided the responses into three categories according 
to their emotional tone – “positive”, “neutral”, and “negative” feelings. Overall we received 87 
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responses to this open question, of which 48 were positive, 22 negative, and 17 neutral. The quality of 
the relationship was expressed, for example, using the following positively oriented (pleasant) 
statements: “partnership, friendship, trust, excellent, wonderful, openness”, negative (unpleasant) 
feelings were typically expressed with a range of words: “dissatisfaction, attention, I want out, the 
unpopular one, distrust, narrow-mindedness, constant rivalry, uncooperative, dissent, dishonesty, 
schizophrenia, ingratitude, misunderstanding”; as well as “bullying and hatred, the grey sheep of the 
factory”. The following expressions can be included under neutral feelings: “usable, working, variety, 
expertise, tolerance”. 

4 CONCLUSIONS 
The results of the study indicate the wide spectrum of communication situations that teachers must 
master in preschool. On one hand, the respondents essentially see it positively that their pregraduate 
preparation and continuing education courses prepared them relatively well for communication with 
their partners in school. However, they tend to feel thus assured primarily as a result of their 
postgraduate education. At the same time we learn that most communication situations are filled with 
addressing disciplinary problems with the children. It is apparent that teachers in preschool must ever 
more frequently discuss situations with parents in which their child is aggressive and assaults 
classmates. Teachers describe such communication as difficult and associate it with unpleasant 
feelings. The results of the study reveal that many teachers perceive conversation with the parents as 
an important tool for understanding the personality of the child and endeavour to draw parents into 
dialogue about the behaviour of the child in the family. The spectrum of problems that respondents 
listed when discussing topics of communication with parents indicates the girth of the professional 
burden teachers face and the number of processes they are responsible for in school. A very positive 
finding is that respondents perceive communication with colleagues in the team as very positive. The 
climate of the pedagogical team in preschool is an important moment supporting the satisfaction of 
teachers with their employment.  
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