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1. Uvod

Tato habilitacni prace v podobé komentare provazuje jiz publikované texty autorky
z hlediska studovanych konceptd, metodologie realizovanych vyzkumd a hlavnich
vyzkumnych vysledkt. Vychdazi z 32 publikovanych textl, z toho je 14 &lankd v domacich
a zahranicnich odbornych casopisech (v¢. 3 WOS), 12 kapitol v monografiich, 1 autorska
monografie, 3 kolektivni monografie, 1 ¢lanek ve sborniku a 1 editorstvi odborného
casopisu.

Komentar k publikovanym textim je uveden nejprve v ¢eském a poté v anglickém
jazyce. Komentar je ¢lenén na tfi kapitoly. Prvni kapitola vymezuje a dava do souvislosti
vybrané studované koncepty, které shrnuje pod oznacenim mikrosocialni aspekty Skolniho
vzd&lavani. Na zakladé publikovanych textl také pfedstavuje pregradudlni pripravu uéiteld
na Pedagogické fakulté Masarykovy univerzity (PdF MU), nebot se jednd o kontext, ve
kterém byly tyto koncepty zkoumany. Popisuje reformu kurikula pedagogicko-
psychologického modulu na PdF MU a koncepcni otazky vyzkumu a vyuky na
pedagogickych fakultach. Pojeti pregradudlni pfipravy ovlivnilo vysledky realizovanych
vyzkumU a slouzi k hlub&imu porozuméni vysledkdim vyzkumu.

Druhd kapitola popisuje metodologii realizovanych vyzkumd, zejména smiseny
vyzkumny design, ktery byl vyuZit ve dvou projektech GA CR,! ze kterych vychazi
podstatna &ast vysledkl. Dale je pozornost vénovana predevéim kvalitativni metodologii:
narativnim analyzam, kritické diskursivni analyze, interpretativni fenomenologické analyze
(IPA) a technikam induktivniho a deduktivniho kédovani.

Stézejni kapitolou je treti kapitola, ktera popisuje a provazuje vybrané vysledky
vyzkum@ mikrosocialnich aspektl spoledenstvi ve $kole optikou studentl uéitelstvi, ktefi
sem vstupuji na praxi. Pojedndno je o zjist&nich z vyzkumQ moci ve vyuce studentl
ucitelstvi, skrytém kurikulu, Zakovské nonkonformity, Zakovské rezistence, pedagogické
lasky a Fizeni tfidy z hlediska odliSnych roli studenta ucitelstvi a provazejiciho ucitele a také
z hlediska rdiznych diskursu.

Klicové koncepty a publikace autorky, ve kterych je o téchto konceptech
podrobnéji pojednano, jsou vyznaceny tucné. Na konci nalezne ¢tenar seznam vsSech
textl autorky, ze kterych tato stat vychazi. PIna verze &esti vybranych publikovanych textl

autorky je v priloze. Jedna se o texty v tabulce 1.

! projekty GA CR: Moc ve $kolnich tiidach studentd ucitelstvi (2013-2015), Fesitelka doc. Vickova; Strategie fizeni
tfidy u studentd uditelstvi a zkuSenych ucitell (jejich cviénych ucitel() na druhém stupni zdkladni Skoly (2016-
2018), resitelka doc. Vickova.



Tabulka 1. Vybrané texty ze souboru praci uverejnéné v pfiloze

Text Koncepty | Metodologie | Poznamka | Autors
ky
podil
Lojdova, K. (2016b). The pregrad. teoreticka cena Ceské | 100 %
end of academic freedom priprava studie asociace
in the era of uciteld; ped.
neoliberalism?. neoliberalni vyzkumu
Pedagogicka orientace, univerzita (CAPV),
26(4), 605-630. 2017
Lojdova, K. (2019a). fizeni tfidy | interpretativni | Casopis ve | 100 %
Socialization of a student orientované | fenomenologic WOsS,
teacher on teaching na ka analyza Elsevier,
practice in the discursive zaka/ucitel a kriticka IF pétilety
community of the e; diskursivni 1,25;
classroom: Between a socializace analyza IF dvoulety
teacher-centered and a studenta 1,143
learner-centered approach. ucitelstvi
Learning, Culture and do
Social Interaction, 22, 1- diskursivni
11. komunity
Skolni tridy

Lojdova, K. (2016c). zakovska narativni ERIH, ve 100 %
Student nonconformity at nonkonfor vyzkum - SCOPUSu
school. Studia mita tematicka odr. 2017
paedagogica, 21(4), 53- narativni
76. analyza
Lojdova, K. (2015b). Neni zakovska kvalitativni SCOPUS 100 %
nekazen jako nekazen: rezistence; vyzkum -
Rezistentni chovani zakl moc ve otevrené
jako projev moci ve skolni | Skolni tFidé, kédovani
tridé. Orbis scholae, 9(1), ucitelské
103-117. praxe
Lojdova, K. (2015a). skryté narativni 9. 100 %
Skryté kurikulum, Zzité kurikulum, vyzkum - nejctenéjsi
ptib&hy. Narativy studentd | normativni narativni text
ucitelstvi svét skoly, biografie v Pedagogi
o Skole. Pedagogicka studenti cké orietaci
orientace, 25(5), 649-670. ucitelstvi
Lojdova, K., & Lukas, J. donucovaci smiseny ERIH, ve 50 %
(2015). Scénare moc, vyzkum SCOPUSuU
donucovaci moci u studenti odr. 2017
studentl uditelstvi na uditelstvi

praxi: Studentka Alice.
Studia paedagogica, 20(3),
113-130.
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2. Studované koncepty ve spolecenstvi ve skole

Studované koncepty se tykaji jak samotného spolecCenstvi ve Skole, tak i pregradualni
ptipravy student( uditelstvi, ktefi do tohoto spole¢enstvi vstupuji v rdmci ucitelskych praxi.
Nejprve se zaméfime na spolecenstvi ve Skole.

Byt je prostfedi zakladni Skoly na prvni pohled kazdému dobfe znamé, Skola zaroven
predstavuje komplexni, a jak ukazuji etnografické vyzkumy ve Skole (napf. Prazska
skupina skolni etnografie, Hargreaves a kol., 2011; McLaren, 1999; Willis, 1977; Woods,
2014) i exoticky, socidlni svét. Skola je protkdna socidlnimi normami, které upravuii jeji
fungovani a samotny proces transmise kultury. Hargreaves a kol. (2011) zjistili, ze vétSinu
toho, co oni sami jako védci povazovali za pravidla Skoly, aktéfi Skolniho svéta jako pravidla
nepojmenovali. Vyzkumy také ukazuji, ze pravidla zavisi na uciteli. Woods (1980) popsal
u uciteld strategii shovivavosti k porugovani pravidel, kterd se mdze tykat celych t¥id nebo
jednotlivel ve tfidach, u kterych uditel povaZuje takové zachdzeni za akceptovatelné.
Uréité chovani zaka se muZe tedy odchylovat od norem 8koly, ale miZe byt ucitelem
povazovano za normalni pro onoho konkrétniho zaka. V ¢eském etnografickém vyzkumu
nahlizi Bittnerova (2002) do Z&kovské kultury a zachycuje hry zakd s nésilim, které jsou
soucasti jejich kultury, a problematizuji se az v okamziku jejich konfrontace s instituci skoly
¢i s pravidly chovani v kulturfe dospélych. Normativni svét sSkoly je tedy tvoren zjevnymi i
skrytymy pravidly, ktera se dynamicky vyvijeji a jsou situacné podminéna.

Studenti uditelstvi na praxi se socializuji do skoly jako do svébytného spolecenstvi,
pricemz kultura tohoto spoleCenstvi pro né nemusi byt na prvni pohled patrna. Toto
spoledenstvi, které zahrnuje véechny aktéry ve &kole, tedy i Zaky, miZeme nazvat
spoleCenstvim praxe (community of practice) (srov. Wenger, 1999; Slavik, Janik,
Jarnikova, & Tupy, 2014). Slavik a Janik (2012, s. 276) hovofi ve vztahu k vyuce o
spoleCenstvi mysli, pro které jsou nutna ,pravidla, ktera sjednocuji spoleCenstvi mysli, maji
byt vSeobecné platna, ale musi také nové vznikat, pretvaret se i zanikat ve prospéch
vhodnéjsich pravidel®. V této praci hovofim o spolecenstvi ve Skole, které reprezentuje
mikrosocialni svét Skoly a zaméfim se na jeho vybrané oblasti, kterymi jsem se zabyvala
v dosavadnich vyzkumech.

Nezli se budeme vénovat jedtolivym vyzkumnym oblastem, je tfeba poznamenat,
7ze socialni aspekty skolniho vzdélavani Ize studovat na ose makrosocialniho a
mikrosocialniho prostfedi. Naptiklad moc mdZe byt chdpana jako makrosocialni kategorie,
ale zarovet mize byt vyjedndvéna mikrosocialng, tedy v kazdodenni interakci ve kolni
tridé. Mé vyzkumy jsou lokalizovany praveé v prostredi Skolnich tfid, kde zachycuji vybrané
socialni fenomény v procesu vyuky. Vysledky vyzkumdi tak obohacuji porozuméni edukaéni

realité jako pfedmétu badani pedagogické védy na rozdil napf. od sociologie vychovy, ktera
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se zabyva zejména socidlnimi aspekty vychovy ve spoleCnosti, napf. z hlediska socialni
reprodukce. Interpretace zkoumanych koncepti se viak neobejde bez interdisciplinarniho

pristupu?.

2.1 Mikrosocialni aspekty skolniho vzdélavani

Zfejmé nejsSirSim studovanym socialnim aspektem sSkolniho vzdélavani pojednanym
v tomto textu je pravé fenomén moci ve skolni tfideé, kterému jsme se vénovali ve
vyzkumném tymu projektu GA CR (VI¢kova et al., 2014; Lojdova, Salamounova &
Bradova, 2014; Lojdova & Lukas, 2016; Salamounova, Bradova & Lojdova, 2014).
Moc je pfirozenou soudasti véech socialnich vztahd, tedy i vychovné-vzdélavaciho procesu
ve gkolni tfidé. Moc mdZeme ve vztahu k uditeli chapat jako ucitelovu schopnost ovlivnit
7aky v tom, aby ¢&inili, co po nich ucitel pozaduje (Salamounova, Bradova & Lojdova,
2014). Sama o sobé& moc neni negativhim ani pozitivnim fenoménem. ,Drzitelé moci"
mohou své mocenské pozice ,vyuzit" i ,zneuzit". Moc je stejné jako autorita jevem
vztahovym, na rozdil od autority je vSak moc fenoménem vice dynamickym, ktery se
proménuje napfi¢ vyukovymi situacemi (naptiklad skupinova prace versus zkouseni u
tabule) a zejména je to fenomén, kterym disponuje nejen ucitel, ale i zaci (Lojdova,
Salamounova, & Bradova, 2015).

Zaci mohou moc vyuZivat k naplnéni vyukovych cill ucitele (napfiklad kdyz kladou
doplfiujici otazky k ucivu), ale mohou ji samoziejmé vyuzivat i k tomu, aby se od
vyukovych cilQ (& &iteji cilG $koly) odklonili & je narudili. Zde miZzeme hovofit o Zzakovské
rezistenci (Lojdova, 2015b), které jsem se vénovala v navaznosti na téma moci ve
Skolni tfidé. Rezistenci definuji jako opozi¢ni akt k né¢emu, s ¢im jedinec nebo skupina
nesouhlasi. Na rozdil od nekdzn& (se kterou se rezistence ve svych projevech mize
prekryvat) pFiciny rezistentniho chovani zak( vétsinou nejsou shledavany v individudlnich
vlastnostech 7&kd, nybrz jsou pfipisovany prevazné vné&jdim vlivim. Tyto vlivy shledavaji
autofi jak a) p¥imo v prostfedi $kolni t¥idy (napf. zplsob designovani kurikula), tak i b) v
SirSim makrosocialnim kontextu (napf. gender, etnicita, socioekonomicky status jako
ptic¢ina konfliktd ve gkole).

a) V mikrosocialnim pohledu je zakovska rezistence vnimana jako reakce na
opresivni prvky $koly, napfiklad pfimo na ucitele & na zakim vzdalené kurikulum (Dickar,
2008). Mnohdy je snahou 23akd skrze nevhodné chovani vzbudit pozornost uditele

(Gootman, 1997). Nudny vyklad ucitele, jeho pfilis nizké naroky, nebo naopak naroky pfilis

2 Do obou projekt GA CR (Moc ve $kolnich tfidach student( ucitelstvi; Strategie fizenf tidy) byli také zapojeni
kolegové z katedry psychologie PdF MU.
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vysoké mohou také k nevhodnému chovani 2akl prispét (Holt, 1984; Bryant & Bates,
2010). Z&ci mohou byt ve t¥idé rezistentni také proto, ze podoba vyucovani neodpovida
jejich mentalnim modeldm uéeni a prekoncepttiim, které si do tfidy ptind&eji (napf. role
ucitele a 24k, cil vzdélavani atd.) (Brookfield, 2006). Ve tfidé mlze dojit az k aktivnimu
odporu vi¢éi uéitelové osobé.

b) V interpretaci rezistentniho chovani 2a4kd v makrosocidlnim kontextu zaznivaji
kritické pohledy na reprodukci socidlni nerovnosti ve Skole, zejména skrze tzv. skryté
kurikulum (Lojdova, 2015a). Skryté kurikulum vymezuji jako vsSe, co se zaci ve Skole udi,
a neni to zamérné komunikovano uciteli a Skolnim systémem (Hargreaves, 1982). Skryté
kurikulum mdzeme v obecné roviné chapat jako neoficialni pravidla, rutiny a struktury
Skoly, ve kterych se zaci uci vzorce chovani, hodnoty, nazory a postoje (Lovat et al., 2010).

V mikrosocialnim prostredi Skolni tfidy Ize aspekty skrytého kurikula nalézt ve
8kolnich normach, ceremonialech, ritudlech, dokumentech, zplsobech hodnoceni zak{,
o prestavkach, na chodbach, na obédé&, ve volnocasovych aktivitach, skrze diskurs ve
Skolni tridé, atmosféru ve tfide, kazensky systém, prostorové usporadani skolni tridy, v
ucebnicich, a dokonce i ve formalnim kurikulu (Cobanoglu, 2014). Analytické pfistupy ke
skrytému kurikulu pak byly ¢asto spojeny s kritickymi sméry v pedagogice, které odhaluji,
jak vzdélavani reprodukuje nerovnosti ve spoleCnosti (srov. Lojdova, 2016b). Tyto teorie
mohou vzbudit mylny dojem, ze skryté kurikulum je jevem Cisté negativnim. Tak tomu
vSak neni, skrze skryté kurikulum se zaci uci i mnoho pozitivniho, napfiklad socialni
dovednosti, které se rozvijeji skrze socialni klima sSkoly, ucitelské jednani a vzajemné
vztahy mezi spoluzaky.

Teorie rezistence (Giroux, 2001; MclLaren, 1999) jsou na rozdil od
reproduktivistickych teorii zajimavé tim, Ze se nezamé&fuji jen na to, ,co Skoly délaji zakim®"
(Bernstein et al., 1966; Bourdieu & Passeron, 1990; Freire, 1970), ale ukazuji i ,co Zaci
délaji ucitelim a $koldm", neboli jak vzdoruji dominantni kultufe a také jak interaguji s
reprodukci norem ve skole (Dickar, 2008). Oproti deterministickym reproduktivistickym
teoriim tak pojimaji zaky jako aktivni aktéry, ktefi skrze rezistenci mohou ovlivnit opresivni
struktury. Teorie rezistence proSly od 80. let 20. stoleti vyraznou kritikou, ktera
upozorfiovala na to, Ze ne vzdy je moZné rozlidit rezistenci zakd od pouhého délani
neporadku ve tfid&, Ze nelze dokazat, Ze toto chovani zakd je vyvolano napf. rasovym
Utlakem ucitele, ¢i Ze tyto teorie presouvaji debatu z oblasti vzdélavani do Sirsi oblasti
rasismu a sexismu ve spolec¢nosti (McGlaughlin, Weekes, & Wright, 2002). Jednu z
kritickych interpretaci uvedeného pojeti rezistence pfinasi v ¢eském prostredi i Sedova
(2011), kterd upozorfiuje, Ze rezistence muze byt jen rétorickou figurou, skrze kterou Zaci
prenaseji odpovédnost za své chovani na ucitele (Lojdova, 2015b). Presto koncept

rezistence povazuji za uziteény, nebot odkryva jednu z dimenzi nespoluprace zak( ve
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Skole. Typologii zakovské rezistence zavadim do Ceské pedagogické védy (Lojdova,
2015b).

Kromé& rezistentniho chovani se moc 23akd mlZe projevovat i zakovskou
nonkonformitou (Lojdova, 2016c¢c), ktera je SirSim fenoménem nez rezistence, s vice
diverzifikovanymi pficinami. Téma zakovské nonkonformity jsem také rozvinula
v ndvaznosti na projekt o moci ve $kolni tifidé. Skolni konformitu mizeme v souladu s
Mertonem (2000) vymezit jako adaptaci vU¢&i kulturnim cildm a institucionalizovanym
prostfedkiim k jejich dosahovani (srov. Whelen, 2011). Konformita je tendence jedincQ
ptizplsobit své nazory a chovani druhym (Cialdini & Goldstein, 2004). Odmitani a
poru$ovani skupinovych norem pak mdlzeme charakterizovat jako nonkonformitu.
Konfromita a také nonkonformita sama o sobé& neni pozitivnim ani negativhim pojmem
(Beran, 2015). Dle Forsytha (2009) mize nonkonformita znamenat nezavislost, ale také
antikonformitu, kterd mizZe byt vice motivovana snahou o rebelii neZ snahou o to chovat
se v souladu s vlastnim presvédéenim. Zakovskou nonkonformitu definuji jako chovani
74kU, které se odchyluje od socialnich norem ve $kole. Jedna se tedy o deviantni chovani,
které muze byt bud’ pozitivni anebo negativni. V kontextu $koly hovofi Hargreaves et al.
(2011) o rutinni deviaci, coz je bézné a nezavazné porusovani norem. Pravé této
kazdodenni deviaci byla doposud vénovédna mald pozornost, nebot vyzkumnici se
zamérovali zejména na zavazné porusovani norem, napfiklad na juvenilni delikvenci.
Vzhledem ke kontextu teorii labellingu je pojem deviace zatizen negativnimi konotacemi.
Zvolila jsme proto pro konceptualizaci nedodrzovani norem ve Skole pojem nonkonformita.
Nezaméruji se na nonkonformni zaky, nybrz na zakovské akty nonkonformity, které
reprezentuji dil&i neptizplsobeni se normdm a uciteldm, ktefi tyto normy reprezentuiji.
Zakovskou nonkonformitu pojimam jako specifickou socialni praktiku (Lojdova, 2016c)
a sleduji, jak je vyjednavana v mikrosocialnim prostiedi Skoly.

Zakovska rezistence a nonkonformita predstavuji podoby z&kovské moci ve $kolni
tfidé. V nasem tymovém vyzkumu jsme se vSak zaméfili zejména na moc ucitele
(Lojdova, Salamounova, & Bradova, 2014), piicemZ jsme vyuzili typologii bazi moci
dle Frenche a Ravena (1959): legitimni, donucovaci, odménovaci, referen¢ni, expertni
moc. Podstatné je zejména zminit, Zze vSechny baze moci pfedstavuji fenomén vztahovy,
tzn. ucitel disponuje témito bazemi moci pouze tehdy, pokud mu je pfipisuji Zaci. Pfrestoze
tedy hovofime o moci uditele, nejedna se o jeho dispozici, jak by mohlo z daného souslovi
vyplyvat, ale o percepci a hodnoceni ze strany toho, kdo s nim vstupuje do vztahu, zejména
7akd. Napfiklad pokud Z&aci nebudou vnimat a akceptovat uéitelovu legitimni moc, tézko
muze uditel tuto moc uplatnit. Ilustrovat to mdze hypoteticky ptiklad, kdy by do t¥idy prisel
vyudovat nezndmy ¢lovék z ulice. Zaci by pravdépodobné neplnili jeho pozadavky, protoze
by tato osoba nedisponovala legitimni moci spojenou s roli ucitele. Tento hypoteticky

ptiklad ma v realité ucitelskych praxi odraz v problému pfipsani legitimni moci studentiim
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ucitelstvi na praxi jejich provazejicimi uditeli. Vysledky naseho vyzkumu bazi moci stoji na
smiseném vyzkumném designu vyzkumu bazi moci ucitele vychazejicich z typologie
Frenche a Ravena (1959): odménovaci, donucovaci, legitimni, expertni a referencni baze
moci (VIckova et al., 2014; VIckova & Lojdova, 2016). Ve vyzkumu vyuzivame kromé
adaptovaného dotazniku Teacher Power Use Scale (TPUS) autorl Schrodta, Witta a
Turmana (2007) i pozorovani ve vyuce, rozhovory a analyzu denikovych zaznamu. V této
kapitole vymezim baze moci uditele, kterym jsem se vyzkumné vénovala: legitimni a
donucovaci moc ucitele.

Legitimni moc (Lojdova, 2014a; Lojdova, Salamounova, & Bradova, 2014)
souvisi se socialni roli ucitele, ktera garantuje (formalni) autoritu nad Zaky. Tato role je
spjata s normou dohlizet na druhé a ovliviiovat je. Legitimni moc ucitele vychazi z
makrosocialniho prostiedi (role uclitele ve spolecnosti), z mikrosocialniho prostredi Skoly
(uéitel jako pFedstavitel organizace a jeji byrokracie), od aktéri mimo $kolu (zfizovatelé,
rodi¢e) a v perspektivé moci jako vztahového fenoménu v prvni fadé od 2akd (pres které
mohou byt vysSe uvedené faktory mediovany). Pro Skolu je také typické, Ze jeji legitimita
stoji a pada s dGvérou, kterou do ni vkladaji zfizovatelé a rodi¢e (Dvorak, Stary, & Urbanek,
2015). Pol (2007) také zdlrazfiuje vztah koly a irdiho systému, ve kterém plati vné&j&i
pravidla (pravni, ekonomicka, spolecensko-politickd), kterd skola musi respektovat. Tyto
vnejsi pozadavky ohranicuji prostor, v némz se skoly pohybuji a vymezuji tak podobu
legitimni moci jejich predstavitell. Stech a Viktorova (1995) uvad&ji aktivni roli instituce
Skoly ve vyjednavani legitimity, kde dochazi k hajeni vlastni autority, tedy pfedevsSim
autority uciteld jako predstaviteld instituce, kterd je definovana pravé ptes svij prot&jdek,
pres klienty, tedy pfes zaky a jejich rodiCe. Legitimni baze moci je vicevrstevnatym
fenoménem, jenzZ je také Uzce spjat se vSsemi dalSimi bazemi moci, zejména vSak s moci
donucovaci. Donucovani totiz predpoklada legitimitu aktéra, ktery tak cini. Na zakladé
faktorové analyzy nami adaptovaného dotazniku TPUS byly tyto dvé baze moci (legitimni
a donucovaci) v dotazniku slouc¢eny, nebot tvofily jeden faktor (VI€ékova et al., 2014).

Donucovaci moc (Lojdova & Lukas, 2014; Lojdova, Salamounova, &
Bradova, 2014) je zalozena na skutecnosti, Zze zak vnima ucitele jakozto nékoho, kdo jej
muUZe potrestat (pfisné se podivat, napomenout, dat $patnou znadmku apod.). Mocenska
baze tedy nestoji na tom, Ze utitel je schopen potrestat zaka, ale Ze jej Zak timto zplsobem
vnima, coz je ve shodé se vztahovou povahou fenoménu moci. Naplnéni donucovaci moci
ucitele vychazi napfiklad z zadkovy potfeby vyhnout se trestu v rizné podobé&. Foucault
(2000, s. 255) pod pojmem trest rozumi ,vSe, co je schopno vyvolat v détech pocit chyby,
jiz se dopustily, vSe, ¢im je lze poniZit, uvést je ve zmatek: jisty chlad, urcita Ihostejnost,
otdzka, ponizeni, svrzeni z urcitého postaveni." Foucault (2000) dale rozviji ideu
trestatelnosti ve $kole: ve jménu trestani je uZivana celd Fada subtilnich postupl, od

lehkého fyzického trestu po mirna stradani ¢i drobna poniZzovani. Je tfeba zminit, Ze laickou
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vefejnosti, a dokonce n&kterymi uciteli je pouZivani trestl stéle vniméno jako jeden ze
zadkladnich zpldsobl motivace zakd (srov. Mare§, 2013), takze z tohoto Uhlu pohledu se
mlZe i vyuZivani donucovaci moci uditelem jevit jako stéZejni slozka jeho chovani. K
zdkladnim a snadno rozeznatelnym formam trestd v ¢eskych $koladch pat¥i naptiklad obava
74kU ze $patnych zndmek, z kritiky pred tfidou, z nesouhlasnych verbalnich projevl ze
strany ucitele & ze spojeni té&chto projevl s neverbalnim vyjadfenim ,odstupu®™ od Zaka
(zdvizené obo¢i, ,neptijemny" pohled apod.). Ovéem donucovaci moc se miZe projevovat
i zpUsoby, které maji pfekvapivé ambivalentni povahu. Lze vysledovat i opaéné situace,
kdy se trestem pro zaka paradoxné stava takové chovani uditele, které bychom v zasadé
povazovali za odménu - napfiklad pochvala pred tfidou, jejiz klima lze v pojeti Laska
(2004) oznacit jako motivujici k negativnimu $kolnimu vykonu, mize pro konkrétniho Zaka
mit atributy trestu.

Moc uditele (nejen donucovaci) byva ve vztahu k zakim uplatfiovdna ve dvou
diskursech, jez mdZeme teoreticky vymezit jako didakticky a regulativni (Bernstein, 1996).
Didakticky diskurs se tyka naplfiovani didaktickych cilQ, kdy uéitel uplatfiuje moc za G&elem
dosazeni vyukovych cild. V regulativnim diskursu je moc uplatfiovdna za Ucelem fizeni
tridy.

Koncept Fizeni tFidy (classroom management) se proto stal dalSim fenoménem,
na ktery jsme zaméfili nasledny vyzkumny projekt GA CR (Lukas & Lojdova, 2018;
VIEkova et al., 2019). Rizeni ti¥idy je systém strategii vyuzivanych uéitelem k utvareni
prostiedi ve &kolni t¥d& (fyzické, socidlni, didaktické), které popdporuje uleni 2akd
(Christofferson, Sullivan, & Bradley, 2015). V literatufe byvaji rozliSovany dvé oblasti fizeni
t¥idy, které odpovidaji diskursim dle Bernsteina (1996): behavioral management a
instructional management. Pfevod do Ceské terminologie je pomérné problematicky,
nesnazime se tedy o presny preklad do &e&tiny, nybrz o adaptaci termint. Hovofime o
managementu chovani (behavioral management) a managementu vyuky
(instructional managementu). Je pfitom jasné, Ze oboji se odehrava ve vyuce a v realité
se prekryvd, nicméné prvni termin klade dlraz na oblast chovani zakd a v $ir§im smyslu
na socialni oblast prace se tfidou (srov. regulativni diskurs), zatimco druhy termin
akcentuje didaktickou oblast a je zaméfen na dosahovani vyukovych cild v rdmci
vyukového procesu (srov. didakticky diskurs).

Management chovani (behavioral management) byva spojovan zejména s
budovanim pozitivniho klimatu $kolni tfidy. DdleZitou souéasti managementu chovani je
také udrzovani kdzné. Mnohé vyzkumy naznaduji, Ze pozitivni vztahy uditele a zakd jsou
skute¢nym jadrem efektivniho Fizeni tfidy (Evertson & Weinstein, 2006). Dobry vztah
ucitele a zaka je dllezity pro obé& strany. Pianta, Steinberg a Rollins (1995) charakterizuji
dobry vztah uditele a 2akd jako viely, blizky a komunikativni. Maji-li Zaci s ucitelem dobry

vztah, pak se Iépe pfFizplsobuji &kolnim podminkam (Pianta, Steinberg, Rollins, 1995).
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Ucitelé na zakladé dobrého vztahu se zaky reportuji uspokojeni z prace (Veldman, van
Tartwijk, Brekelmans, & Wubbels, 2013) a méné stresu (Yoon, 2002). Determinanty vztahu
ucitel-2ak se staly predmétem fady vyzkumdl. Dobry vztah ulitele s 2zaky koreluje s
charakteristikami 24k jako je &kolni Usp&&nost (Hamre & Pianta, 2001) & konformita Zaka
ve vztahu k pravidlim ve $kole (Claessens et al., 2016). Z toho vyplyva, Zze zaci méné
uspésni &i rezistentni ke skolnim normam predstavuiji jistou vyzvu pro Fizeni tfidy ucitelem.
Aktudlnim tématem vyzkum0 vztahu uditele a 2akd je také gender a etnicita (Bem, 1981;
Evertson & Weinstein, 2006; Spilt, Koomen, & Jak, 2012; Matéjﬁ a Simonova, 2013;
Drexlerova, 2018; Weinstein at al. 2004; Gallagher, Kainz, Vernon-Feagans, & White,
2013; Jarkovska et al., 2015), podrobnéji (Lukas & Lojdova, 2018).

Management vyuky (instructional management) zahrnuje kompletni vystavbu
vyukové jednotky: vyukové cile, vyukové obsahy, vyukové metody, hodnoceni, zpétnou
vazbu pro Zaky atd. Dostavame se tim do oblasti v nasem prostfedi bohaté rozpracované
didaktiky a didaktickych principl (Spilkova, 1996; Kufina, 2009), oborovych didaktik
(Stuchlikova et. al., 2015), transdiscplinarni didaktiky (Slavik, Janik, Najvar, & Knecht,
2017) a sifeji kvality ve vzdélavani (Janik et al., 2013). Efektivita managementu vyuky je
zdsadnim (8kolnim) prediktorem $kolni Usp&3nosti zakd (Banks et. al, 2005). Management
vyuky se z pohledu souéasnych autorl zaméfuje zejména na rozvijeni Ukoll vy$si
kognitivni narocCnosti, kognitivni autonomie a prilezitosti pro metakognitivni dovednosti
74kU, s &imz souvisi poskytovani kvalitni zp&tné vazby ucitelem (Reddy, Fabiano, Dudek,
& Hsu, 2013), prilezitosti pro zakovskou volbu ve vyuce (Jolivette, Ennis, & Swoszowski,
2017), dialogické vyucovani (Sedova et. al., 2016), formativni hodnoceni zakd (Dennis,
2009), zohlednéni individudlniho pokroku 2&kl namisto soutd&Ze o zndmky mezi zaky
(Baumert et al., 2010), vyuku v heterogennich tfidach a inkluzivnich podminkach (Gaitas
& Alves Martins, 2017). Vyznamnou oblasti, ktera je akcentovana nejen v inkluzivnich
tfidach (Soodak & McCarthy, 2006), je také vytvareni prilezitosti pro vrstevnické uceni a
sebefizeni, podrobnéji (Lukas & Lojdova, 2018).

Strategie fizeni tfidy lze rozdélit na ty, které jsou zaméfeny predevsim na
predchazeni neukaznénému chovani a nespolupraci, a na ty, ktefi spiSe Fesi jiz existujici
nekazen a nespolupraci (Lukas & Lojdova, 2018). Hovofime proto o proaktivnich a
reaktivnich strategiich Fizeni tfidy (Emmer & Sabornie, 2013). Efektivni fizeni tfidy
spoCiva zejména v proaktivnich strategiich Fizeni tfidy. Jinymi slovy, rozdil mezi lepsim a
horsim ucitelem neni v tom, jak ucitel resi nekazen a nespolupraci, ale v tom, jak jim
predchazi.

Také k méreni Fizeni tfidy jsme adaptovali do ¢eského prostfedi zahrani¢ni dotaznik
(VIckova, Kvéton, Jezek, Mares, & Lojdova, 2019), ktery nazyvdme Skdla
managementu chovani a vyuky (Behavior and Instructional Management Scale, BIMS

autort Martina a Sasse (2010). Tento dotaznik je slozen ze dvou subdkal - managementu
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chovani (BM) a managementu vyuky (IM). I tento vyzkumny projekt GA CR byl realizovan
ve smiseném vyzkumném designu zahrnujicim kromé dotazniku i pozorovani vyuky a
rozhovory. Zejména kvalitativni analyzy odhalily vyznam diskursu Fizeni tfidy pro
konstituovani spolecenstvi ve Skole.

Diskurs Fizeni tfidy (Lojdova, 2019) se ukazal byt jako nosny koncept v pohledu
na rGzné podoby fizeni tiidy. Skolni tfidu Ize totiz chapat jako diskursivni komunitu, kterd
sdili urcité komunikacni repertoary a kterou zaroven tyto repertoary utvareji jakozto
specifické socialni prostredi (Heller, 2014). Z hlediska diskursu nejde jen o to, o ¢em se
mluvi, ale i o to, jak se o tom mluvi, tzn. do jakych souvislosti jsou véci davany, v ramci
jakych schémat jsou interpretovany (Bittnerova, Doubek, & Levinska, 2011) a ¢i pohledy
na svét jsou zprostiredkovavany (Cazden, 2001).

Mizeme rozlisit dva obecné diskursy Fizeni tfidy: diskurs zaméFeny na uditele
(teacher-centered) a diskurs zameéfeny na zaka (learner-centered). Diskurs
zaméreny na ucitele tradicné pojima ucitele jako “strazce” védeéni, jejichZ ukol je toto
védéni zakdm transmitovat zejména ve frontalni vyuce, kde jsou Zaci pasivnimi pFijemci
(Brown et al., 2016, p. 493). Tento diskurs lze charakterizovat dodrZzovanim IRE? struktury
komunikace (Strobelberger, 2012). Oproti tomu diskurs zamérfeny na Zaka reprezentuje
novéjsi pristup ke vzdélavani (Kramer et al., 2007). Vychazi z Rogersovy humanistické
psychologie a z konstruktivistickych vychodisek J]. Piageta (Kayler, 2009). Kritizuje
transmisivni model vzdélavani zalozeny zejména na expertnosti ulitele (Tangney, 2014).
Konstruktivismus akcentuje uceni jako aktivni proces, ve kterém udici se jedinci vykonavaji
rozmanité aktivity, aby si utvareli porozuméni svéta kolem sebe. Vyuka proto musi nabizet
prilezitosti k objevovani, vzajemné komunikaci a kreativité (Harakchiyska, 2018). Z
hlediska komunikacni struktury je komunikace v takové vyuce vice dialogicka nezli v IRE
struktufe (cf. Sedovd, Salamounova, & Svafi¢ek, 2014). Diskurs zaméfeny na Zaka
samozifejmeé neni charakteristicky jen komunikacni strukturou. Jde v ném o vétsi prilezitost
pro uplatn&ni hlast vSech aktér( vzdéladvaciho procesu, podobné jako v jakémkoliv
demokratickém procesu (Cazden, 1995), podrobné (Lojdova, 2019).

Analyza mikrosocialnich aspektl $kolniho vzdé&lavani (moc ve Skolni t¥idé&, legitimni
a donucovaci baze moci, Zakovska rezistence, podoby skrytého kurikula, zakovska
nonkonformita, strategie Fizeni tridy, diskurs Fizeni tfidy) ukazuje na komplexnost
spoleCenstvi ve Skole, a také na to, Ze se Skolni vzdélavani neodehrava za nepropustnou
zdi, nybrz pravé v kontextu jevl makrosocialnich, které za brany $koly pronikaji. Zde je
tfeba pripomenout, Ze nejen makrosocialni faktory utvareji podminky, proces a vystupy

Skolniho vzdélavani, ale i naopak, tedy Ze “Skola utvari spoleCnost”.

3 IRE (Initiation — Reply — Evaluation) je tifslozkova sekvence, kterou otevira ucitel nejéastéji otdzkou, ndsleduje
zakovska odpovéd’, jez je hodnocena ucitelem, ktery tak sekvenci uzavird (Mehan, 1979).
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Skolu Ize pfirovnat k situ ve spole¢nosti, kterym prochazeji véichni zaci a které tyto
74ky vsazuje do uréitého socidlniho statusu. Zplsob umisténi do tohoto statusu je
shleddvan ve dvou ¢&aste¢né protichldnych optikdch - reproduktivni a produktivni. V
reproduktivni optice sSkola hraje nezanedbatelnou roli v socialni reprodukci. Bourdieu
(1998) zdlrazfiuje, ze $kola pfispiva k trvani a pfedavani délby kulturniho kapitalu, a tim
i struktury socialniho prostoru. Uchovava stavajici fad, totiZz odstup mezi zaky obdarenymi
nestejnym objemem kulturniho, ekonomického a socidlniho kapitalu (srov. empiricky
vyzkum Willise, 1977 a Katriaka, 2004). To, Ze je Skola prostorem vytvareni socialnich
nerovnosti, zdGrazfiuji v pedagogice zejména kriti¢ti pedagogové (Giroux, 2001; Kincheloe,
2004; McLaren, 1999). Zaci se totiz ve $kole udi kulturu, védomosti, hodnoty a normy
(Saldana, 2013), pfi¢emz toto mnohdy skryté kurikulum muZe byt pro rGzné skupiny zak{
odliné. Oproti tomu muZeme postavit optiku produktivni, kterd zaklim pFipisuje vice
svobody v socialni mobilité (Pace & Hemmings, 2006). Zde mizeme zminit individualizaéni
funkci Skoly, kterd utvari jedineCny potencidl kazdého Zzaka, a pfirovnat Skolu k
pomysinému vytahu (srov. Keller & Tvrdy, 2008), ktery umozni zakim s niz$im
socioekonomickym statusem postoupit na spoleCenském Zebficku, coz rezonuje s rétorikou
inkluzivniho vzdélavani. Také data z European Social Survey ukazuji, ze nerovnosti mérené
socioekonomickym statusem otce 7z&kd jsou mensi v zemich s vice inkluzivni vzdé&lavaci
politikou (Hégberg, 2019).

SpolecCenstvi ve Skole je utvareno dynamikou makrosocialnich a mikrosocialnich
aspektl $kolniho vzdélavani. Studium socidlnich aspektl Skolniho vzd&lavani na rdznych
Urovnich dokresluje porozuméni prib&hu edukaéniho procesu, jeho determinantam i
vysledkim a efektim. Mé vyzkumy se zamé&Fily na mikrosocialni aspekty odehravaijici se
ve vyuce a nahlizim na né zejména optikou nové prichozich do tohoto spoleCenstvi -
studentd ucitelstvi. V nasledujici konceptudlni kapitole proto dale vymezim zékladni
charakteristiky pregradudlni ptipravy uciteld na PdF MU, nebot v provedenych vyzkumech

participovali praveé tito studenti.

2.2 Pregradualni pfFiprava ucitell jako kontext realizovanych
vyzkumu

Zkoumané studenty uditelstvi pfipravujeme s kolegy z katedry pedagogiky PdF MU na
ucitelskou profesi v ramci tzv. pedagogicko-psychologického modulu. Tento modul zrdcadli
né&ktera teoreticka vychodiska a koncepéni dilemata vzd&lavani ucitell, o kterych publikuji
teoretické studie ve védeckych casopisech (Lojdova, 2016a; Lojdova, 2016b;
Kratochvilova & Lojdova; 2019).
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Proces komplexni zmény modulu pedagogicko-psychologické pfipravy (dale ped-
psy modul) zapocal na Pedagogické fakulté Masarykovy univerzity v Brné v roce 2012 a
vesel v platnost k 1. zafi 2016. V textu uvefejnéném v Casopisu Pedagogika popisujeme
teoretickd vychodiska reformy kurikula ped-psy modulu, dilemata reformy a nami
definované principy kvality vyuky (Kratochvilova & Lojdova, 2019). Teoreticka
vychodiska této reformy mdZeme shrnout pod pfistup zaméfeny na studenta (learner-
centered approach). Tento pfistup se vymezuje vUi¢&i transmisivnimu modelu vyuky
(Tangney, 2014) a promeénuje expertni roli ucitele od ,drzitelstvi obsahu®™ smérem k
facilitaci procesu uceni. V procesu uceni studenti zastavaji aktivni roli a prebiraji
odpovédnost za tento proces (Blumberg, 2008; Kayler, 2009; Deakin et al., 2007). Celkové
muZeme spolu se Svojanovskym (2017) Fici, e se jednd o zménu paradigmatu v
ucitelském vzdélavani. Hlavnim zdrojem je pedagogicky konstruktivismus, kde je student
povazovan za hlavniho aktéra profesniho vyvoje a (spolu)tvirce své profesni identity. Role
uciteld spodivd zejména v podpore studentl v individualizovaném procesu ,stavani se
ucitelem" za pomoci reflexe (srov. Korthagen, 2011; Nehyba et al., 2014; Nehyba &
Lazarova, et al. 2014; Svojanovsky; 2017; 2018). Konstruktivisticky model vzdélavani
pfispivda k proméné kultury vyucCovani a uceni, ke které Janik (2013) pridava
charakteristiku produktivni (protivaha k receptivni), a je i vyzkumné ovéren (Hattie, 2008).
Konstruktivismus zde hraje dvojroli: prostifedku ucitelského vzdélavani i cilové kategorie,
kterou by méli budouci uéitelé ve své profesi naplfiovat. Roli vysokogkolskych ucitel( jako
facilitdtorl vzdélavani a zkudenostné&-reflektivnim ,moédem uéeni® vedeme studenty k
osvojeni konstruktivistickych principt pro jejich budouci uéitelskou praxi. Na zékladé t&chto
vychodisek nelze zcela oddélit studenta ucitelstvi a kurikulum pedagogicko-psychologické
pripravy, nebot oboji se pfekryva zejména tak, Ze osobnost studenta uditelstvi se do urcité
miry ,stava onim kurikulem" (srov. Conelly a Clandidin, 1988; LukaSova-Kantorkova,
2003; Rogers, 1998). V naSich vychodiscich je pfitomno také akademické kurikulum
charakteristické kognitivni naroCnosti, rozvojem kritického mysSleni a dovednostmi
interpretace textu. Akademické kurikulum nechapeme jako protiklad osobnostné-
rozvojového kurikula, nybrz jako jeho prohlubujici souc¢ast. Obrana akademického kurikula
napf. Liessmannem (2008; 2015) a Uvahy nad humboldtovskym idedlem vzdélavani v ére
masifikace (Stech, 2014; Sima & Pabian, 2013) jsou pro nas inspirativnim zdrojem
(Kratochvilova & Lojdova, 2019).

Na zakladé uvedenych vychodisek definujeme tyto principy kvality vysokoskolské
vyuky v ped-psy modulu PdF MU (podrobné Kratochvilova & Lojdova, 2019):

1. princip vytvareni bezpecného prostfedi ve vyuce;

2. princip zaméreni na dosahovani stanoveného cile a na smysluplnou vyuku;

3. princip rozmanitosti v pouzivani vyukovych metod a forem;

4, princip provazanosti teorie a praxe;
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5. princip vedeni studentt k odpovédnosti za své vlastni uéeni;
6. princip vyuky zaloZzené na vyzkumu, reflexi a zpétné vazbé;

7. princip sdileni zkusenosti z vyuky a spolecna zodpovédnost za jeji kvalitu.

Reformu kurikula ped-psy modulu a implementaci konkrétnich konceptld do praxe
ovliviiovala také vzdélavaci politika. Do vah nad proménou kurikula vstoupila snaha MSMT
CR schvélit v rdmci planovaného kariérniho systému pro uditele tfistupfiovy standard
ucitele. Pro PdF bylo stéZejni pojmenovani kompetenci prvniho kariérniho stupnég, jichz se
meélo dosahovat zejména v ramci studia pfipravujiciho k vykonu povolani uditele a v
prib&hu adaptaéniho obdobi. Byly k dispozici dva navrhy (NIDV, pedagogické fakulty).
Ukazalo se, Zze neni mozné najit kompromis mezi dvéma principialné koncepcné odliSnymi
pojetimi kariérniho systému (Janik, Spilkova, & PiSova, 2014; Spilkova, 2016), coz vnaselo
do naSi prace na reformé kurikula ped-psy modulu na jednu stranu nejistotu, na druhou
stranu nam to vsSak poskytlo znacnou svobodu (Kratochvilova & Lojdova, 2019).

V nasi koncepci kurikula ped-psy modulu vSak neni kladen akcent pouze na
individualni, ale i kolektivni rozmér profesniho rozvoje budoucich uditeld (Stech, 1994, s.
313), zejména na jejich aktivni roli ve spolec¢nosti. Teoretickym vychodiskem v tomto
makrosocidlnim pohledu na vyznam ucitele a Skoly ve spolecnosti je zejména kriticka
pedagogika (Lojdova, 2016b). Centrem kritické pedagogiky je vztah védéni a moci v
soucasnosti, kterou kriti¢ti pedagogové oznacuji jako éru neoliberalismu.* Neoliberalismus
je specificky ekonomicky diskurs, ktery se stal podle n&kterych autord dominantni formou
ekonomickych vztah( ve sv&t&. Typické je pro né&j propojeni politického a ekonomického
(Kas¢adk & Pupala, 2011). Zatimco v némecky mluvicich zemich néktefi kritici
neoliberalismu cili zejména na kurikulum (srov. Liessmann, 2008), v anglicky mluvicich
zemich se zaméruji na Sirsi socidlni souvislosti neoliberalismu (srov. Giroux, 2004). Giroux
(2012) kritizuje neoliberalismus jako systém reprodukujici nerovnosti, protoze neobsahuje
moralni zodpovédnost, ale je zacilen jen na materidlni benefity a moc. Podle kritickych
pedagogl tedy pravé éra neoliberalismu vyzaduje reflektivni nastroje k analyze vztahu
moci a podfizeného kulturniho a socidlniho postaveni. Revolu¢ni nadech kritické
pedagogiky a jeji politicky radikalismus ji mize také ¢&init kontroverzni za to, Ze si narokuje
patent na idedlni spole¢enské usporadani. Kritickd pedagogika véak muzZe pfispét skrze
reflektivni charakter a problémovy pristup k Sirsi debaté o vzdélavani. Kriticka pedagogika

smeéruje nasi pozornost do vztahu mikrosocialniho a makrosocialniho kontextu vzdélavani.

4 Neoliberalismus je v tomto textu vymezen pfevainé kritickymi pedagogy, tedy kritiky tohoto konceptu.
V pedagogice se o neoliberalismu piSe zejména v kritické perspektivé, proto se kolem neoliberalismu
v pedagogice vytvoril specificky diskurs (srov. Kas¢ak & Pupala, 2012; Stech, 2007). Je dlleZité uvédomit si také
odlisny kontext, o kterém je v kritice neoliberalismu ve vzdélavani referovano zejména americkymi autory (srov.
Giroux, 2012).
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V mikrosocidlnim kontextu nabizi reflexi postaveni 2ak( ¢& studentd v hierarchii
vzdélavaciho systému v souvislosti s jejich rasovymi, tfidnimi & genderovymi
charakteristikami. V makrosocialnim pohledu upozorfiuje na vztahy vzdélavani a
spoleCensko-politické situace. Pojmenovava mozna rizika promény sSkol pod neoliberalni
politikou. Konkrétné mGze mit kritickd pedagogika v kurikulu podobu uéeni podporujiciho
kritické mysleni (Breunig, 2005). Kritické mysleni je totiz zdlrazfiovano jako nezbytnost
pro participaci v demokratické komunité (McLaren & Kincheloe, 2007), kterou muZe byt
myslena jak Skola, tak i spolecnost (Lojdova, 2016b). V nasi reformé kurikula ped-psy
modulu ma kritickd pedagogika otisk zejména v dlrazu na reflexi zkuSenosti student(
ucitelstvi z role zakl i z jejich uditelskych praxi. Kriticko-pedagogicka témata vyvstavaji
zejména na reflektivnich seminarich k praxim.

Prestoze PdF MU jisté nelze oznacit za neoliberalni univerzitu®> (Lojdova, 2016b),
Ize i na ni vztdhnout nékteré kriticko-pedagogické Uvahy. Neoliberalismus vnasi do
univerzitniho prostredi jako pojitko vyse uvedeného kritérium méritelnosti, efektivity a
kvantity. Ball (2012) to nazyva rezimem performativity, ktery podle n&j dnes mdzeme
najit na vSech Urovnich vzdélavani: ,V rezimu performativity neni zkusenost ni¢im, vsim
je produktivita - vice publikaci, vice vyzkumnych grantl, vice studentl." Mountz a kol.
(2015) hovofi o akceleraci Casu, ve kterém jsou akademici nuceni produkovat stale vice
vystupl. T&mito vystupy je myslena vyuka velkych skupin studentl, ziskavani grantd,
které prinesou financni prostfedky univerzité, i Ucast v samospravnych organech
univerzity. Tuto performativitu Ize sledovat ve dvou stézejnich slozkach akademické prace
- ve vyzkumu (véda) a ve vyuce (vysokoskolské kurikulum). Oblast vyzkumu je dle fady
autord vyuce nadfazena (srov. Barnett, 2003; Sima & Pabian, 2013). Jako podstatu
akademické prace vsak vnimam souhru obou oblasti, proto dale nahlédneme do vztahu
vyzkumu a vyuky v pregradudlini ptipravé uéiteld na prikladu pedagogické fakulty.

Téma vyzkumu a vyuky nabyva specifického vyznamu na pedagogickych fakultach,
které pripravuji studenty na statem regulovanou profesi, nikoliv na védeckou kariéru (srov.
Kansanen, 2011). Studenti ucitelstvi dle nasSich zkuSenosti cCasto ocekavaji od
pedagogickych fakult, Ze jim daji jasné a neménné navody, jak resit pedagogické situace.
Ocekavaji, ze obdrzi védéni, které Ize pouZit bez ohledu na specifika aktér( a situaci, a
hlavné bez hlubsiho vhledu do situace. Nékdy jsou takova doporuceni a metodiky potfebné
a funkcni, avSak podstata ucitelského vzdélavani netkvi v ,instantnim védéni*. To samo o

sobé& nevede k autonomnimu vykonu profese. Instantni v&déni mdzZe byt i riskantni, kdyz

> Neoliberalni univerzitu mGZeme definovat jako na své zajmy zaméfenou podnikatelskou organizaci, ktera nabizi
vyzkum a vzdélavani pro platici klienty. Vtakovych podminkdch jsou akademici svazani manazerskymi
procedurami a jejich vyzkum a vyuka musi byt méritelné uzite¢na pro univerzitu. Studenti se pak nachazeji v roli
konzumentl a mohou se vyjadfovat k tomu, jaky vzdélavaci servis dostavaji (Hadley, 2015, s. 6). Srov. toto pojeti
vzdélavani s konstruktivisticky orientovanou pfipravou uditel( a research-based education.
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ho nedoprovdzi porozuméni mikrosocidlnim a makrosocidlnim aspektim &kolniho
vzdélavani, dovednostem je dekddovat a analyzovat (Lojdova, 2016a).

V koncepénim textu o vyzkumu v ptipravé studentd uditelstvi (Lojdova, 2016a)
pfindsim novy pohled na misto vyzkumu v kurikulu. Zejména na kvalitativni vyzkum
nahlizim jako na néco uzite¢ného v kazdodenni praci ucitele. Cim jinym je totiz uditelska
profese nez praci s daty prevazné kvalitativniho charakteru? Text predstavuje koncept
vzdélavani ucitelli zalozeného na vyzkumu (research-based teacher education) a
zpUsoby propojeni vyzkumu a vyuky. Rozvijim zejména pfistup, ve kterém studenti
realizuji vlastni kvalitativni vyzkum, aby pochopili, jak je védéni konstruovano (Norton,
2009), ale také proto, aby rozvijeli dovednosti pro praxi: argumentaci, rozhodovani a
ospravedIfiovani FeSeni pedagogickych probléml (Kansanen, 2014). Takto jsem vedla
vyzkumny tym ¢ty studentek zaméreny na vyzkum interakce uditele se zaky (Svec et al.,
2016).

Vzdélavani uciteld zaloZzené na vyzkumu vnasi do ptipravy ucitell rozvoj mysleni
dle kritérii vyzkumu, avsak nikoliv jen pro védu, nybrZz pro kazdodenni rozhodovani
v pedagogické praxi.

Uditelstvi prochazelo a prochazi procesem profesionalizace, az doslo do faze, kterou
.Hargreaves nazval post-profesionalni etapou (s otaznikem). Chtél tim upozornit na
vyrazné deprofesionalizaéni efekt krokl podnikanych vzdé&lavaci politikou, jako napf.
plosného testovani, aplikace prvk( korporatniho sektoru na zakladé inspirace trhem,
uplatiovani prvk{ systému vykonového managementu® (Pi%ova et al., 2011, s. 40). Jako
jeden z prosttedkd, kterym Ize porozumét té€mto i jinym deprofesionalizaénim tlakdim (ve.
neoliberalnich) a nasledné jim i Celit, nabizim vzdélavani uditelli zalozené na vyzkumu
(Lojdova, 2016a). V nasem ped-psy modulu se tento koncept odrazi napriklad v seminafi
Vyzkum v pedagogické praxi, v dilCich vyzkumnych u(kolech v dalSich seminafich,
v zavéreénych pracich student( a v zapojeni studentt do vyzkum{ ¢&lend katedry.

Kromé& rlznych podob zapojeni studentl uéitelstvi do vyzkumu zahrnuje koncept
vzdélavani uditelti zalozeného na vyzkumu také realizaci vyzkumu vzdé&lavateli uéiteld
na univerzitach. Identitu vyzkumnika pro sebe povaZuji za nezbytnou pro identitu
vysokoskolského ucitele (srov. univerzalni profesni identita, Sedova, Svaricek,
Seddlackova et al., 2016). V tymech nebo individualné jsem proto realizovala vyzkumy
fenoménl definovanych v kapitole 2.1. Metodologii jejich zkoumani zachycuje nasledujici

kapitola.
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B. METODOLOGICKA CAST
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3. Metodologie realizovanych vyzkumu

Vysledky mych vyzkum@ popsanych fenomént vychazeji zejména z projektl GA CR, které
byly zaloZzeny na smiseném vyzkumném designu. V obou projektech jsme se zamérovali
na studenty ucitelstvi na praxi, tedy na jejich pocatky socializace do Skolni tfidy, v prvnim
projektu z hlediska moci a ve druhém z hlediska fizeni tfidy. Dale jsem realizovala
kvalitativné orientované vyzkumy s vyuzitim narativné orientovaného vyzkumu, kritické
diskursivni analyzy, interpretativni fenomenologické analyzy (IPA) a otevieného kddovani.
Kromé& samotnych vysledk{ tak Ize shledat p¥inos realizovanych vyzkumu i v oblasti rozvoje
pedagogické metodologie. Metodologii pedagogického vyzkumu jsem se také vénovala jako
jedna z editorek monotematického Cisla Pedagogické orientace s nazvem Metodologie a

metody v pedagogice (Knecht, Lojdova, & Majercikova, 2016).

3.1 Smiseny vyzkum

Ke smisenému designu vyzkumu jsme publikovali metodologickou studii (Vickova &
Lojdova, 2016). Creswell (2015) vymezuje smiSeny vyzkum jako pfistup, v némz
vyzkumnik sbird dva typy dat - kvantitativni a kvalitativni - integruje je a vyvozuje
interpretace vysledkd na zékladé kombinace silnych strdnek obou soubord dat s cilem
porozumét vyzkumnému problému. Za smiSeny vyzkum lze v tomto pojeti oznacovat jen
ten typ vyzkumu, v némz kombinace kvantitativnich dat a kvalitativnich dat vede k lepSimu
porozuméni vyzkumnému problému, ne? k jakému by ved| jen jeden z t&chto typl dat.
Znamena to tedy, Ze za smiSeny vyzkum nelze povazovat pouhy sbér kvalitativnich a
kvantitativnich dat, pokud nedojde k integraci vysledk( (VI¢kova & Lojdova, 2016). Ve
smiSeném designu vSechny jeho soucasti (vyzkumna otazka, cil, teorie, metody sbéru a
analyzy dat) tvofi vzajemné se ovliviujici celek. Vybrané charakteristiky propojeni
kvantitativnich a kvalitativnich dat ve vyzkumné zpravé jsme ilustrovali na vyzkumu moci
ve Skolni tfidé (podrobné s ukazkami dat viz ViIckova & Lojdova, 2016):
+ Odhaleni dalSi dimenze jevu (elaborace zjisténi)
Kvalitativni zji&t&ni mohou prohlubovat zjisté&ni kvantitativni a naopak. Mlze tak
dojit k odhaleni dalsi dimenze zkoumaného jevu. Obvykle se uvazuje o prohlubovani
kvantitativnich zjisténi kvalitativnimi, nicméné je mozna i opacna situace.
« Srovnani a doplnéni perspektiv aktérlti (komparace zjisténi)
Kvalitativni data o jednotlivych bazich moci doplnila data kvantitativni z polozek
k dané bazi v dotazniku BMS pro Zaky. MlZeme tak uvaZovat o tom, zda jsou

vypovédi rlznych aktérd (studentl uditelstvi a 2akl) ziskané riznymi metodami
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(rozhovory, deniky, pozorovanim/videozaznamy ¢&i dotazniky) v souladu ¢&i v
rozporu.
« Odhaleni nuanci ve zjisténich (diferenciace zjisténi)

Kvantitativni a kvalitativni zjisténi mohou zvySovat vyzkumnikovu teoretickou
citlivost ve vztahu k danému jevu i tim, Ze odhaluji nuance tohoto jevu. Kvalitativni
ptistup dokaze odhalit nuance u vybraného studenta uditelstvi ve vztahu k rlznym
situacim, kvantitativni vyzkum zase zachyti nuance mezi studenty ucitelstvi
navzajem definované v dotazniku, tak jak jsou reflektované Zaky.

Podobu smieného vyzkumu v realizovanych projektech GA CR pfiblizi nésledujici

metodologické subkapitoly.

3.1.1 Smiseny vyzkum moc ve skolni tfidé

Vyzkum moci ve Skolni tfidé byl realizovan ve smiSeném designu. Dominantni status
(Creswell, 1995) v tomto vyzkumu mélo kvalitativni Setfeni, zamérené na pozorovani
student( uditelstvi ve vyuce, rozhovory se studenty uditelstvi a analyzu jejich denikovych
zdznamu. Cilem dopliikového, vnoreného (nested; Miller & Crabtree, 1994; Creswell &
Plano Clark, 2007) kvantitativniho $etfeni bylo ziskat Gdaje od Zz&kld o jejich reflexi bazi
moci studentd ucitelstvi. K tomu jsme vyuzili dotaznik bazi moci uditele, ktery jsme
adaptovali pro Ceské prostiedi. Jednalo se o dotaznik bazi moci Teacher Power Use Scale
(TPUS) autord Schrodta, Witta a Turmana (2007), ktery vychazi z typologie relaéni moci
Frenche a Ravena (1959): odmeériovaci, donucovaci, legtimni, expertni a referen¢ni baze
moci (VIickova et al., 2014).

Vyzkumny vzorek tvofilo osm studentd ucitelstvi a Zaci osmi tfidnich kolektivd (130
74k3 vyplnilo dotaznik o bazich moci studentd ucitelstvi). Kromé& toho jsme sbirali
kontextovd data od 96 studentl uéitelstvi PAF MU na praxi a jejich 1686 2aki druhého
stupné zakladni Skoly. Metody sbéru a analyzy dat jsou podrobné popsany v monografii o

moci ve Skolni tfidé (VICkova et al., 2014).

3.1.2 Smiseny vyzkum Fizeni tFidy

Cilem vyzkumu bylo popsat Fizeni tiidy studentl ucitelstvi PAF MU na prvni dlouhodobé
kontinudlni praxi a zkudenych uditeld (jejich provazejicich uditeld) pti vyuce na druhém
stupni zakladni Skoly. Z hlediska metodologie vyzkumu by nas vyzkum mohl dale prispét
k ukazkam aplikaci smiSeného vyzkumu v ¢eské pedagogice. Dominantni status mél opét
kvalitativni vyzkum zaloZeny na pozorovani vyuky studentl uditelstvi a jejich provazejicich

uciteld a na rozhovorech o fizeni tfidy s nimi. Pfind$ime také adaptaci $kaly management
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chovani a vyuky (Behavioral and Instructional Management Scale, Martin & Sass, 2010)
na ¢eské podminky (VIckova, Kvéton, Jezek, Mares, & Lojdova, 2019) a validaci skaly
potieby kognitivniho uzavieni® (Sirl¢ek, Tapal, & Linhartova, 2014; Sirl¢ek & Jezek, 2015,
Roets & Van Hiel, 2011) na vzorku uciteld a studentl uditelstvi. Metody sbé&ru dat jsou
podrobné popsany v monografii (VIckova et al., 2019) a v metodologické studii
(Vickova, Kvéton, Jezek, Mares, & Lojdova, 2019).

Vyzkumny vzorek tvofilo $est studentd ucitelstvi Pedagogické fakulty MU a &est
uciteld zakladnich &kol supervidujicich danych Sest studentt na praxich, coZz ndm umoznilo
zkoumat vztah pojeti a realizace fizeni tfidy u provazejiciho ucitele a pojeti a realizace
Fizeni tfidy u studenta na praxi, véetné jejich pripadné reprodukce. Zaci byli zkoumani
pomoci pozorovani vyuky studenta ucitelstvi a uditele.

I v tomto projektu jsme zaradili SirSi kontextové dotaznikové Setfeni, kterého se
Ucastnili studenti ucitelstvi PAF MU a jejich provazejici ucitelé ze zakladnich Skol. 231
studentd a stejny pocet jejich provazejicich uditeld vyplfiovalo dotaznik managementu
vyuky a chovani (BIMS) a skalu potfeby kognitivniho uzavieni (NFCS-15-CZ).

Kromé toho autorka sbirala a analyzovala dalsi kvalitativni data rozsifujici tato dvé

hlavni témata teoreticky a metodologicky.

3.2 Narativni vyzkum

VIna narativnich analyz vyvstala v socialnich védach v poslednich ctyficeti letech (Rutten
& Soetaert, 2013). Narativni biografie a narativni vyzkum se v pedagogickych védach
vyuzivad od prelomu let osmdesatych a devadesatych, nepredstavuje vSak dominantni
metodologicky pfistup. Narativni vyzkum zahrnuje rozlicné metodologické pfistupy a
postupy. V mnou realizovanych vyzkumech byla vyuZita narativni biografie zamérena na
dil¢i Zivotni udalosti (Lojdova, 2016c¢; 2015a) a narativné orientovany vyzkum (NOI)
(Lojdova, 2020).

3.2.1 Narativni biografie

Vyzkum s vyuzitim narativni biografie se tykal skrytého kurikula, se kterym se studenti

ucitelstvi setkali v prib&hu svého primarniho a sekundarniho vzdélavani (Lojdova,

& Potiebu kognitivniho uzaviteni chdpeme jakoZto jednu z osobnostnich charakteristik determinujicich Fizeni t¥idy.
Podle Kruglanského (1990) se lidé s vyssi mirou kognitivni uzavienosti spiSe a radéji vyhybaji nejistoté v konkrétni
situaci. Tim se vlastné zaméruji na situace znamé a predvidatelné.
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2015a). Zkoumani skrytého kurikula je metodologicky obtizné uz z jeho podstaty, nebot
Iépe se zkouma to, co je zjevné (napf. pfimo pozorovatelné), nez to, co je skryté. Paradox
»Zjeveni nezjevného" ¢astecné resi Portelliho (1993, s. 347) teze, ze ,zkoumani skrytého
kurikula neni zaméreno jen na to, co je skryté, ale mélo by smérovat k otazce kym a pro
koho je to skryté“. To, co miZe byt védomé & nevédomé skryté pro uditele, mize byt
naopak zjevné pro zaka. Datovy korpus mého vyzkumu tvofilo 88 pfib&hl studentl
ulitelstvi o negativni zkuSenosti se zakladni nebo stfedni Skolou. Skryté kurikulum
zahrnuje jak pozitivni, tak i negativni jevy. Zaméfreni na negativni jevy slouzilo k zacileni
vypravéni a také ke generovani pfib&hl, které obsahuji uréitou kontroverzi. Byl za nim
mimo jiné prepoklad, ze negativni zkusenost odpovida skrytému kurikulu v tom, Ze neni
ve Skole vyvolavana zamérné - na rozdil od pozitivni zkuSenosti, ktera je zamérem
formalniho kurikula. Vychazela jsem také z toho, Ze skryté kurikulum mGze byt v konfliktu
s formalnim kurikulem a také s hodnotami studenta (Hafferty & O’Donnell, 2015). Je vSak
tfeba zminit, Ze rozdéleni jevd na pozitivni a negativni je nepfesné, nebot fada negativnich
zkuSenosti prinasela i pozitivni efekty a naopak.

Narativni biografie (srov. Svaricek, 2009) nebyla v tomto vyzkumu vyuzita v podobé
Zivotniho ptib&hu (life story) jako celku, nybrz k zachyceni okamzikl ze $kolniho prosttedi,
které respondenti chapou jako vyznamné (srov. Makovska, 2011). Analyza dat probihala
induktivné. Skrze oteviené kdédovani byl text segmentovan na diléi jevy, které byly dale
integrovany do vy&sich celkl a byly mezi nimi hledany vztahy (srov. Gavora, 2001).

S tim souvisi podoba sebranych dat, ktera nejsou objektivnim obrazem reality, ale
subjektivnim vnimanim zaka. PFibéh odhaluje usporadani reality a také ovliviiuje realitu
pomoci slov. Jak uvadi Cermak (2002), pfibéh je nositelem interpretace, mnohdy tacitni,
neviditelné, je tudiz jak faktem, tak interpretaci. Jedinec konstruuje minulé udalosti a
jednani v osobnich narativnich jednotkach, aby dal najevo uréitou identitu a zplsob i
vysledek tvorby svého Zivota. Cermék (2002) dale dodava, ze piibéh je dobrou metaforou
nejenom pro obecné meditace o jedinci, ale i pro vyzkum. Narativita je podle né&j hlavnim
moédem lidského v&déni. Pfesto se s narativem poji Fada problémd. Zejména je to
problematika porozuméni (srov. Gadamer & Mik, 2010) a nespolehlivost. Nespolehlivost
Kubicek (2007, s. 172) definuje jako funkcéni védomé, Ucelové a zameérné prekrouceni Ci
nedostatecné informovani o pfibéhu, jeho udalostech a postavach. Jedna se o vypravéci
strategii, kterou Kubicek (2007) identifikuje na dvou rovinach: na roviné pfibéhu
(nespolehlivy vypravéc) a na roviné vypraveéni (nespolehlivé vypraveéni). V literarnévédnim
kontextu zavisi rozpoznani nespolehlivosti na schopnostech ctenare, v socidlnévédnim
kontextu pak na vyzkumnikovi a pfipadné i na ¢tenarich vyzkumné zpravy, pokud jim to
umoznuje kvalita prezentovanych dat. Tento charakter dat pfitom nikterak nedegraduje
jejich vyznam, protoZe v Zakovské perspektivé tkvi to, co si zZaci ze Skoly odnaseji

(dosazené kurikulum).
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3.2.2 Tematicka narativni analyza

Ve vyzkumu zakovské nonkonformity ve skole (Lojdova, 2016c) jsem vyuzila tematickou
narativni analyzu. Sebrala jsme pfib&hy studentl uditelstvi na téma ,mUj nejvétsi prisvih
ve $kole." Zadani pfib&hu indikuje poru$eni norem ve &kole a sméfuje tak k pfib&hdm
o nonkonformité. Zaroven vsak zadani limituje realitu zakovské nonkonformity napfiklad
tim, Ze implikuje negativni deviace od norem. Nonkonformita se stejné tak mdze tykat
pozitivnich deviaci, ke kterym zadani pfibéhu nesméruje. Cilem tohoto vyzkumu bylo
popsat podoby Zzakovské nonkonformity ve Skole. Vzhledem k mému zakotveni
v pregradudlni pfipravé uciteld se domnivdm, Ze vlastni zkuSenosti studentl uditelstvi s
nonkonformitou ve Skole z dob jejich povinné Skolni dochazky ovliviiuji jejich pojeti
edukace a lze je vyuzit v profesni pfipravé na roli ucitele.

Metodologickym pfistupem byla narativni analyza, kde je objektem vyzkumu
samotny pfibéh (Riessman, 1993). Jak uvadi Riessmanova (2008) pod tematickou
narativni analyzou se skryvd mnoZstvi odliSnym ptistupd v typu zpracovanych dat,
teoretické perspektivé, epistemologické pozici, vyzkumnych otadzkach, a dokonce i
v definici narativu. Podstatou tematické narativni analyzy je prace s narativnimi daty, pfi
které je hlavnim zamérem zjisténi toho, ,,co je feCeno" spise nez ,jak", ,komu" a ,za jakym
Gcelem" je to FeCeno. Holstein a Gubrium (2012) uvadéji, ze tento postup vede vyzkumnika
k prozkoumani jddrového vyznamu narativi. Tematickd narativni analyza je velmi blizka
otevienému kddovani (srov. Charmaz, 2006; Corbin & Strauss, 2008), avSak zatimco
v otevieném koédovani kdédujeme datové segmenty, v tematické narativni analyze
kédujeme pribéhy (prestoze jejich hranice jsou obtizné zachytitelné a vysoce
interpretativni). V otevieném kddovani se mize velikost kédovaného segmentu také lisit
(word-by-word, line-by-line, incident-by-incident coding), v tematické narativni analyze je
véak koédovani zaméfené na pripad (case-centred). Tato analyza mdZe generovat
ptipadové studie jedincl ¢ skupin a rdizné typologie (Riessman, 2008). V analyze Zakovské

nonkonformity jsem se zaméfila na pfipady popsané v narativech studentt uditelstvi.

3.2.3 Narativné orientovany vyzkum (NOI)

Narativné orientovany vyzkum jsem vyuzila v analyze opileckych historek (drinking stories)
ve vynorujici se dospélosti. Jedna se o vyvojové obdobi, ve kterém se nachazeji studenti
uclitelstvi. Opilecké historky predstavuji interpretaci nonkonformity a souviseji s
patologickymi jevy, kterym se autorka dlouhodobé vénuje ve vyuce. Lakalo mé toto téma
i metodologicky postup NOI, ktery jsem si na ném chtéla vyzkouset. Vysledky vyzkumu

byly publikovany v Narrative Inquiry (Lojdova, 2020a).
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Stavajici vyzkum konzumace alkoholu se zaméril na obsah opileckych historek:
téma nahoty, mocleni a zvraceni, sexualnich aktivit a soutézi v konzumaci alkoholu
(Workman, 2001) ¢i piti na festivalech, vecircich a dovolenych (Fjeer & Tutenges, 2017;
Tutenges & Sandberg, 2013). Z hlediska diskursu opileckych historek mdZeme ve
Workmanové (2001) etnografické studii americkych vysokoskoldkl oznaédit narativné
orientovanou opilost jako zahravani si s rizikem v historkdch o dobrodruzstvi, jako
pobaveni druhych v komickych historkdch ¢& jako objevovani vlastnich fyzickych limitd.
Opilecka identita se ve vyzkumech vztahovala k genderu (Cullen, 2010; 2011; Delucchi,
Matz, & Weisner, 2008; Griffin et al., 2013; Hensing & Spak, 2009), minoritam (Allem et
al., 2016; Griffin et al., 2013), studentské identité (Vander Ven, 2011; Workman, 2001;
Tan, 2012; Radomski, Read, & Bowker, 2015), online identitdm (Rodriguez, Litt, &
Neighbors, 2016) ¢i prfimo jako marker vékové identity (Bakken, Sandgy, & Sandberg,
2017), napt. k prekonani identity ditéte (Tutenges & Rod, 2009).

Mnou realizovana studie si kladla tyto vyzkumné otazky: (1) Jaky je obsah
opileckych historek ve vynofujici se dospélosti? (2) Jak je vyznam konzumace alkoholu
(re)konstruovan v narativnich vypovédich? (3) Co opilecké history fikaji o jejich
vypravécich?

Vybranym metodologickym pfistupem byl narativné orientovany vyzkum (narrative
oriented inquiry, NOI) dle Hilese a Cermaka (2008) a Hilese, Cermaka a Chrze (2009). V
jadru tohoto pfistupu leZi vztah mezi pfib&hem (fabula), zplsobem jeho (pte)vypravéni
(syzet) a osobou, kerd pribéh vypravi (pozice identity). Pfibéh (fabule) je tim, co je v
narativu vyobrazeno, diskurs (syzet) je pak tim, jak je to vyobrazeno (Chatman, 1978, p.
19), srov. vyzkumné otazky 1 a 2. Obrazek 1 zachycuje vztah vSech tfi vyzkumnych otazek

v mém vyzkumu podle tfi oblasti NOI.
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(3) Co opilecké historky
rikaji o jejich
vypravécich?

(2) Jak je
vyznam
(1) Jaky je konzumace
obsah alkoholu
opileckych (re)konstruov
historek ve anv_
vynorujici se narativnich
dospélosti? vypovedich?

Obrézek 1. Vztah vyzkumnych otdzek k oblastem NOI (Lojdova, 2020)

NOI obvykle zac¢ind opakovanym ctenim textu s cilem utvofit si predstavu
o analyzovaném pribéhu. Byva vyuzito zakladni kédovani dat, v tomto pripadé to bylo
oteviené kédovani, které se zaméFilo v prvni fazi na segmenty pfib&h( a v druhé fazi na
pribéhy jako celky (cf. Charmaz, 2014). Doslo k prvotni identifikace fabule a syzetu v
narativech (Hiles, Cermak, & Chrz, 2009; Hiles & Cerméak, 2008). Dale dochazelo k hledani
shod a rozdill mezi jednotlivymi ptib&hy z hlediska jejich celkové struktury, obsahu a
diskursu.

Tento pristup reprezentuje narativni analyzu ve smyslu posunu od na text
orientovaného vyzkumu k vyzkumu socialnich praktik (jaké socidlni praktiky jsou vnoreny
v narativech a jaké socidlni funkce plni) (De Finna & Perrino, 2017). Provedena analyza se
inspirovala vyzkumy autorl jako jsou Bamberg (1997), Georgakopoulou (2013) a
Deppermann (2013), ktefi se zaméruji zejména na to, jak lidé performativné a
kolaborativné utvareji své pozice ve skupiné. V mém pripadé tedy Slo o utvareni téchto
pozic skrze opilecké history vypravéné ve vynorujici se dospélosti.

Provedeny vyzkum mé& fadu metodologickych limitd: zplsob zadani narativu
(napiste svoji opileckou historku), gradualni konstrukci vzorku (samovybér), vyzkumnika,
ktery byl ve vztahu k ¢asti participant ucitelem atd. Je tfeba vzit v potaz, ze participanti si
mohou vybirat identity, které v pfib&hu zobrazi, a které nikoliv. Narativni identita je tak
jen postulatem, ktery je obtizné vztahovat ke konkrétnim diskursivnim aktivitdm osoby,
ktera v pribéhu prezentuje vybranou identitu (Deppermann, 2013b). I pfes tyto limity se
podarilo sebrat hloubkova data vhodna pro NOI a v ¢eském kontextu nové interpretovat

obsah, diskurs a identity ve vztahu k opileckym historkdm (Lojdova, 2020a).
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3.3 Kriticka diskursivni analyza a interpretativni fenomenologicka
analyza

Kritickou diskursivni analyzu a fenomenologickou analyzu jsem vyuzila ve vyzkumu
socializace studenta ucitelstvi na ucitelské praxi do diskursivni komunity skolni tfidy, ktera
je utvarena zejména provazejicim udlitelem, jenz v této tfidé bézné vyucuje (Lojdova,
2019). Vyzkumna otazka znéla: Jak se promitd pojeti fizeni tfidy (tzv. interpretacni
repertoary) studentky ucitelstvi a jeji provazejici ucitelky do jejich vyukové praxe?

Interpretacni repertodry vyuzivaji mluvéi ke konstrukci riznych podob socidlnich
udalosti (Smith & Osborn, 2015), a sebe samych (Potter & Wetherell, 1995). Interpretacni
repertoary jsou kontextové-vazané lokalné produkované diskursy (Potter & Wetherell,
1987). Analyza interpretaénich repertodarid a jejich disledkt z hlediska jednani se vyuZziva
zejména v kritické diskursivni psychologii (Parker, 2002; Potter & Wetherell, 1995).
V kontextu této studie hovofim o interpretacnich repertoarech fizeni tfidy a sleduji, jak
souvisi s vyukou.

Abych nalezla intepretacni repertoary Ffizeni tfidy studentky ucitelstvi a jeji
provazejici ucitelky a jejich odraz ve vyukové praxi, vyuzila jsme dvé analytické metody:
interpretativni fenomenologickou analyzu (IPA) a kritickou diskursivni analyzu (CDA)’. Tato
kombinace umoznuje zachytit koncepty fizeni tfidy (fenomenologie) stejné jako fizeni tfidy
ve svétle téchto koncepci (CCDA). Prestoze fenomenologie a kriticka diskursivni analyza
vychazi z odliSnych intelektudlnich tradic, jejich spolecny vyvoj rozostfil hranice mezi nimi.
Zatimco fenomenologové se ptaji na zZitou zkusenost, v kritickych diskursivnich analyzach
hledaji vyzkumnici, jak je védéni, vyznam a identita vyjednavana skrze vyuziti jazyka
(Starks & Brown Trinidad, 2007). Oba pfistupy se tak spiSe nez v analytickych technikach
lisi v zacileni.

Nejprve jsem vyuzila IPA k analyze interpretanich repertodrd tizeni tfidy v
rozhovorech studentky ucitelstvi a jeji provazejici ucitelky. Analytické techniky zahrnovaly
tfidimenzionalni kdédovani dat z rozhovord: deskriptivni, lingvistické a konceptudlni
(Parker, 2002; Potter & Wetherell, 1995; Smith & Osborn, 2015). V deskriptivni fazi byly
potizeny poznédmky pfi opakovaném ¢&teni rozhovord. Lingvistickd faze se zaméfila na
jazykové prostiredky vyuzivané informantkami (naznaky, asociace, podhodnoceni ¢i
nadhodnoceni, hyperboly, tautologie, ironie, metafory, eufemismy, vagni vyjadreni,
prislovi) (Cazden & Beck, 2004). Zvlastni pozornost byla vénovéna zajmenlim, kterd

mohou identifikovat, jak osoba lokalizuje samu sebe ve vztahu ke zkoumanému objektu

7V pedagogice Ize také nalézt kritickou analyzu t¥idniho diskursu (critical classroom discourse analysis, CCDA),
srov. Kumaravadivelu (1999). V tomto textu pouzivdame pojmy CDA a CCDA synonymné.
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(Weller, 2018). V konceptudlni fazi pak byly z kédG a pozndmek vytvoreny kategorie, které

jsou intepretacnimi repertoary fizeni tridy.

Poté jsem vyuzila CCDA k hledani toho, jak se interpretacni repertoary rizeni tfidy
promitaji do vyuky (skrze analyzu videi z vyuky a jejich transkriptd) (Hardy & Thomas,
2014). Opakované kdédovani se zaméfilo na mocenské pozice ve vyuce (kdo ,ma navrch"),
komu nalezi védéni (kdo je v této pozici v dané situaci) skrze vyuzivané jazykové
prostfedky (kdo ovlada konverzacni prostor a kdy) (srov. Brooks, 2016). Tento pfistup
umoznil identifikovat znaky participace jednotlivych aktérd v tfidnim diskursu a tim i znaky
diskursu zamérfeného na ucitele a diskursu zaméreného na zaka (teacher-centered a

learner-centered diskurs).

Kombinace IPA a CCDA umoziiuje zachytit studovany fenomén z vice hl{ pohledu.
Jedna se o komplementarni analytické procedury, které mohou vzajemné kompenzovat
svoje limity (Johnson, & Mercer, 2019; Martinez-Avila & Smiraglia, 2013). Oba pfistupy
byly propojeny metodami konstantni komparace a analytické indukce (Boeije, 2009;
Powell, 2006), mohla jsem tak porovnat a propojit to, jak se o Fizeni tfidy mluvi, s tim, jak

fizeni tfidy skute¢né probiha.

3.4 Induktivni a deduktivni kodovani

Analytické techniky induktivniho a deduktivniho kodovani byly vyuzity napfiklad v analyze
bazi moci ve Skolni tfidé (Lojdova & Lukas, 2015; Lojdova, 2014a), induktivni kédovani
potom v rolovych charakteristikach fizeni tfidy studentky ucitelstvi a jeji provazejici
ucitelky (Lojdova, 2019a), vztahu studenta ucitelstvi se zaky (Lojdova, 2016d), alei v
diivéjdim vyzkumu edukaéni aktivity subkultury freegand ve vefejném prostoru (Lojdova,
2014; Lojdova 2020b). Po zadkladni shodé vyzkumnikd z vyzkumného tymu na podobé
analyzy do$lo ve vyzkumu bdazi moci ke kddovani prepisi videozdznami s ohledem na
identifikovatelné projevy bazi moci. Dle predem danych kritérii probéhlo tematické
kédovani (deduktivni pFistup na teoretické bazi), které bylo ale paralelné doprovazeno
kédovanim otevienym (induktivni pfistup na empirické bazi). Ve svych vyzkumech jsem
se takto vénovala legitimni a donucovaci moci. Tematické koédovani mi umoznilo
identifikovat sekvence donucovaci moci a skrze oteviené kédovani z nich vystoupily jejich

dil¢i charakteristiky a mozné interpretace.
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C. VYSLEDKY VYZKUMU
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4. Hlavni vysledky vyzkumi: Studenti ucitelstvi ve
spolecCenstvi ve skole

VySe popsané mikrosociadlni aspekty Skolniho vzdé&lavani byly zkoumany u studentd
ucitelstvi PAF MU, zejména v pribé&hu jejich uéitelskych praxi v navazujicim magisterském
studiu. Tato kapitola strué¢né& srhnuje hlavni vysledky vyzkumi a zejména odkazuje na
prislusné studie, ve kterych je o nich pojednano.

Z hlediska mocenskych bazi nas prekvapily vysledky vnimani moci studentl
uditelstvi na praxi samotnymi zaky (VI¢kova et al., 2014). Zaci nejvice reflektuji u
studentd uditelstvi na praxi pouZivani expertni moci, poté odméfovaci a referenni,

nejméné sloucené legitimni a donucovaci (obrazek 2).

Pozndmbka. Odpovédova stupnice je od | do 5 (souhlasim).

Expertni moc 1'?

=

I 5.5

Odménovaci moc 3 7s
3,75

I .

Referencni moc 336

itimni/ 2ci T .40
Legitimni/donucovaci 739

Loo 1,50 2,00 2,50 3,00 350 4,00 450 500
W Studenti PAF MU (2014)
8 zkoumanych studenti uéitelstvi

Poznamka. Osa x predslavuje primérnou miru ziky reflektovaného uplatnovani bazi moci na odpo-
védove stupnici od 1 po 5 (souhlasim).

Obrédzek 2. Porovnani primért uplatfiovani bazi moci u naseho vzorku osmi studentd
ucitelstvi a &irdiho vzorku studentl PdF MU. (VI€kova et al., 2014).

Studenti uditelstvi, stojici na samém pocatku své profesni drahy, jsou prekvapivé
zaky povazovani za experty, byt sami sebe takto nevnimaji. Naopak nejslabsi se jevi u
studentd uditelstvi legitimni a donucovaci moc. Toto zjisté&ni vybizi ke kvalitativnimu
prozkoumani téchto bazi moci, kterého jsem se v feditelském tymu projektu GA CR ujala.
Studenti ucitelstvi na praxi jmenovali deficit v aspektech naplnujicich legitimni moc, jako
je pevné misto ve strukture instituce skoly, dokoncené formalni vzdélani ¢i dlouhodoba
spoluprace se ?aky. Vyznamny je proto zplsob ptipisovani legitimni moci studentovi

ucitelstvi provazejicim ucitelem a podoba jejich spoluprace. Popsala jsem tfi typy
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spoluprace studenta a provazejiciho ucitele na zakladé distribuce legitimni moci (Lojdova,
2014a; Lojdova, 2016d). Prvni z nich jsem onadila jako partner - partner, ktera je
typickd vysokou miru autonomie studenta ve vyuce vcetné obdrzeni kontrolnich
mechanismd, jako je napF. zndmkovani. V pripadé, kdy se student dostédva ve vyuce do
potizi, mize mu provazejici u¢itel pomoci. Jejich spoluprace se pak posouva do podoby
tonouciho a zachranare. Legitimni moc studenta se v takové situaci oslabuje. Ve tretim
typu spoluprace je student ucitelstvi oznalen jako cerny pasazér, tedy nékdo, kdo
postupuje proti pravidliim. Provazejici ucitel pak ve vztahu k nému hraje roli revizora, tudiz
toho, kdo provadi kontrolu. Kontrolnim zdsahem ve vyuce mize provazejici ucitel legitimni
moc studentovi dokonce do¢asné odebrat.

Dale u donucovaci moci hovofime o typologii donucovaci moci zkoumanych
studentd ucitelstvi na praxich (Lojdova & Lukas, 2015; Lukas & Lojdova, 2014).
Vychazeli jsme z déleni moci na donucovaci verbalni a neverbalni, pfimou a nepfimou
(zaméfenou na zaka a zamérenou na kolektiv tfidy), kdy z kombinace téchto kritérii
vznikaji zakladni typy donucovaci moci. Jako relativné typicky projev donucovaci moci
muzZeme oznadit vyuzivani IRE struktury komunikace. Popisujeme nedostatky ve zvladani
IRE struktury studentkou ucitelstvi prostfednictvim gradace donucovaci moci a rezignace
na donucovaci moc, které predstavuji dva extrémni poly donucovaci moci uditele.
Donucovaci a legitimni moc je Uzce provazana se socialni roli studenta ucitelstvi na praxi.

Vyznam socialni role studenta ucitelstvi na praxi vyvstal jiz v prvnich vyzkumech
denikd z praxe studentd uditelstvi (Lojdovd, 2014c). Studenti ulitelstvi na praxi se
nachazeji v kvazikontrolni roli: hraji jak roli kontrolovanych, nebot podléhaji kontrole
provazejiciho uditele (a potazmo VS uditele), tak i roli kontrolujicich, kdyZ se stavaji uciteli
74k( ve Zkole. Roli ulitele si studenti na praxi pouze propujéuji a s ni si pQjéuji také
kontrolni symboly, ritudly a mechanismy. Kontrolni roli ucitele Ize vztahovat k
makrosocialni i mikrosocialni roviné. Vnimani makrosocialni roviny kontrolni role uclitelské
profese neni u student vyrazné. Studenti v zaéatcich své praxe obvykle nereflektuji, ze
by mohli byt reprezentanty spolecenského systému a jeho norem, ani nevnimaji dilema,
zda tento systém podporovat ¢i naopak. Oproti tomu ve studentskych reflexich vyvstava
vyznam a mira socialni kontroly v mikrosocialnim prostredi Skoly (Lojdova, 2016c). Jejim
zhmotnénim jsou zejména psané normy, napfriklad Skolni fad. Mnohem vyznamnéjsi jsou
vSak ve Skolni realité normy nepsané, do nichZ proniknout je pro studenta na praxi jesté
obtiznéjsi. Tyto normy napliuji z velké Casti skryté kurikulum, se kterym maji studenti
zkuSenosti jiz ze své Zakovské role (Lojdova, 2015a).

MQ3j vyzkum skrytého kurikula (Lojdova, 2015a) prinesl jeho typologii dle
kritéria hierarchi¢nosti pozic aktér( ve &kole, mezi kterymi se skryté kurikulum utvafi.
Zachycuje skryté kurikulum ve vztahu 2akd a predstavitell instituce $koly (hierarchické,

vertikalni skryté kurikulum) a skryté kurikulum vztaZené k socializaci zak( ve vrstevnické
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skupiné ve Skole (nehierarchické, horizontalni skryté kurikulum). Zkusenost se skrytym
kurikulem v roli z4kd zakladni & stfedni &koly mizZe byt pro studenty uditelstvi krucialni.
Vyvoj profesni identity ucitele je totiZ ovliviiovan mimo jiné predstavami o vyucovani, které
jsou spojeny s vlastnimi zkuSenostmi v roli ?aka a také obrazem ucitel(, se kterymi se
studenti uditelstvi b&€hem své Skolni dochazky setkali. Studenti ucitelstvi skrze narativy o
skrytém kurikulu v mém vyzkumu zexplicitnili ¢ast svého ,osobniho kurikula®“, které je
soucasti jejich védéni a budoucich predstav o ucitelské profesi (Kitchen et al., 2011, s. 5).
Conelly a Clandinin (1988) tvrdi, Ze tato osobni zkusenost determinuje planovani a vykon
formalniho kurikula. Dospivaji proto k tomu, Ze u budoucich uéiteld je nutnosti studovat
sebe sama. Na zakladé této vyzkumné zkusSenosti mohu proto doporudit praci s narativy
studentd v pregradudlni pfipravé uéitell. Pfikladem je moje vyuzZiti vypravéni studentt ve
tfech krocich. V prvnim kroku doSlo skrze vypravéni negativniho pribéhu ze Skolnich let ke
zplnomocnéni studentl k tomu, aby kritizovali instituci, jejimiz budou jednou predstaviteli.
Sami se pak mnohdy definovali v opozici k ucitelim ze svych pfib&hd a néktefi svoji
profesni volbu zdlvodriovali timto vymezenim se vG¢i nim. Zadny pribéh ale neni éernobily
a hypotetické prevypravéni piib&hl z role uditele v druhém kroku pak nékterym studenttim
otevielo perspektivy, o kterych doposud neuvazovali. Vlastni pfibéh se stal pfemosténim z
role zaka do role uditele. Ve tfetim kroku studenti srovnali perspektivu zakd a uéitele. Prace
s narativy prispiva ke konfrontovani vnimani situace rlznymi aktéry socialni reality a rozviji
reflektivni mysleni. Psani vlastnich ptib&h a jejich reflexe je tak specifickym modem uéeni
v pregradudlini ptipravé uditelQ.

Zamérime-li se na celospoleCenské normy promitajici se do zivota ve Skole, pak
jsou to zejména normy pravni, mordlni a estetické (Lojdova, 2016c). P¥ikladem priniku
téchto norem do sSkoly je vyzkum Zzakovské nonkonformity (Lojdova, 2016c¢).
Objevilo se v ném napfikad téma nogeni teplakd do $koly (estetické normy oblékani), které

se stalo tématem vychovné-vzdélavaciho procesu jako poruseni nepsanych norem Skoly:

Tyto Vanoce byly bohaté na darecky a ja jsem dostala krasné cCerné teplaky se
Ctyfmi bilymi pruhy na boku. Prvni skolni den jsem se rozhodla, Ze si je obletu a
vsem se pochlubim. KdyZ jsem vstoupila do budovy skoly, vsichni na mé nevéricné
koukali, v éem jsem se to odvazila jit do Skoly. Nakonec jsme méli hodinu s nasi
tridni ucitelkou. PFed celou tfidou zacala rozebirat, Ze teplaky do Skoly nepatfi. Byla
z toho cela rozhoréena a ja jsem citila, jak se mi nahrnuly slzy do oci. (Alena)

U¢innd existence téchto norem se znovu a znovu reprodukuje, mj. tim, Ze jsou
porusovana a Ze se o nich ,mluvi®. Poruseni téchto norem ve Skole je mnohdy doprovazeno
odhalenim, které tim, Ze oznacuje poruseni normy, tuto normu definuje ve sSkolnim
diskursu a posiluje ji. Zaci se tedy ve $kole socializuji do norem, které Ize charakterizovat

jako celospolecenské a studenti ucitelstvi na praxi jsou mnohdy nevédomymi aktéry tohoto
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procesu. Dojde-li k poruseni norem ve skole, pak je toto poruseni mnohdy prezentovano
se znacnou mirou performativniho charakteru. Jako o mechanismech udrzujicich
normativni tad ve S$kole miZeme uvaZovat o disciplinaénich ritudlech, ritualizaci
kazdodennosti a regulaci pohybu v prostoru a Case, které jsem ve vyzkumu nonkonformity
podrobné popsala (Lojdova, 2016c). Studenti ucitelstvi na praxi se tak socializuji do role
agentl socialni kontroly, kterou jeden ze studentdl reflektoval ve svém denikovém zaznamu
z praxe vyrokem ,citil jsem se jako bachar* (Lojdova, 2014c). Socialni kontrola vytvari
komplex kontrolujicich a kontrolovanych, a to véetné téch, ktefi vstupuji do rezistence,
kterou mUZzeme chdpat jako sou¢ast mocenskych vztahd (srov. Lojdova, 2016c).8

Vyznam socialni role studenta uditelstvi na praxi se ukazuje zejména v problematice
Fizeni tFidy (Lojdova, 2019a; 2019b; 2019c; Vickova et al. 2019). Student uditelstvi
pfichazi do tfidy provazejiciho ucitele a do jim ustanovenych a rutinizovanych praktik
managementu chovani (behavioral management) a managementu vyuky (instructional
management). Proporce potencialniho proniknuti do téchto dvou oblasti ve tfidé
provazejiciho ucitele a jejich zvladani studentem uditelstvi na praxi se odlisuje.

Ucitel v ramci managementu chovani vyuziva rozmanité praktiky, z nichz mnohé
nejsou studentovi ucitelstvi na praxi vzhledem k jeho omezené roli praktikanta dostupné.
Je to zejména pravidelna komunikace s rodi¢i a dlouhodoby vztah se zaky, v jehoz ramci
je utvaren zejména proaktivni management chovani. Studenti také pojmenovavaji
limitovanost své role praktikanta ve vztahu k pravidldm ve tfidé ve smyslu, Zze ve tiidé
provazejiciho ucitele jsou jen na navstévé. Pro studenta ucitelstvi je cast pravidel
managementu chovani obtizné uchopitelna, nebot je utvarena dlouhodobé i mimo vyukovy
proces ve tfidé. Mnozstvi pravidel managementu chovani je navic implicitnich a pro
studenty ucitelstvi tudiz neviditelnych. I vzhledem k ¢asovému omezeni praxe a limitované
roli praktikanta je tato oblast pro studenty ucitelstvi velmi naro¢na. V ddsledku nastaveni
role praktikanta je zfejmé, ze proporce a kvalita proaktivniho a reaktivniho managementu
chovani u studentl neni vyvaZena. Rolovy a expertni deficit v proaktivnim managementu
chovani tak studenti ¢asto kompenzuji reaktivnim managementem chovani (Lojdova,
2019c), tedy rGznymi podobami ukazfiovani zaka.

Oproti managementu chovani se siln&jéi strankou studentd uditelstvi jevi byt oblast
managementu vyuky. Je to oblast, na kterou se studenti citi byt |épe prfipraveni
z vysokoskolské vyuky. Pro studenty ucitelstvi je také typické, Ze vénuji mnozstvi Casu
pripravé vyuky na ZS, coz pfispiva k jejich komfortu ve vztahu k managementu vyuky.
Tato oblast je navic pro mnou zkoumanou studentku i jeji provazejici uclitelku lépe
pojmenovatelna a mohou ji tak lépe sdilet v pfipravach na vyuku. V oblasti managementu

vyuky také studentka mulze obohatit provazejici ucitelku zprostfedkovanim novych

8 Socidlni kontrolu nelze vnimat jako negativni fenomén. Je soudasti véech socidlnich systému (srov. Giroux,
2001).
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vyukovych metod a metodickych postupl, se kterymi se sezndmila na vysoké Skole.
Celkové zkusenéjsi v managementu vyuky je samoziejmé ucitel a studenti ucitelstvi na
praxi se zde také potykaji s Fadou problému, z nich? n&které jsou spojeny se snahou
aplikovat konstruktivistické prvky vyuky, které jsou vSak naro¢né (Lojdova, 2019c).
Hlubsi porozumeéni fizeni tfidy studentem pFinasi moje analyza skolni tfidy jako
diskursivni komunity (Lojdova, 2019a; 2019b). PiestoZe student uditelstvi muze
disponovat vice na Zaka zamérenym pojetim Fizeni tridy (learner-centered) nez jeho
provazejici ucitel, do jeho vykonu praxe se promita i pojeti fizeni tfidy provazejiciho uditele,
které mQze byt vice zamérfené na ucitele (teacher-centered) a zejména zpusob jeho vyuky.
MQ3j vyzkum se zaméfil na dvojici studentka uditelstvi a provazejici ucitelka
(Lojdova, 2019a; 2019b). Pro zkoumanou studentku je pojeti ucitele, zédka, vyucovani a
uceni a zejména odpovédnosti za tento proces bliZzSi pfistupu zaméfenému na Zaka
(learner-centered). Jeji pojeti Fizeni tfidy obsahuje Fadu konstruktivistickych prvkd.
Studentka se vSak nachazi v diskursivni komunité Skolni tfidy, ktera je utvarena zejména
provazejici uclitelkou, v popsané pripadové studii zastavajici spise pfistup zaméreny na
ucitele. Diskursivni komunita Skolni tfidy zahrnuje ritualy, lingvistické strategie a vyukové
praktiky, které studenta ucitelstvi pfimo ovliviiuji. Typickym ritudlem je ritudl omluvy zakd
na zacatku hodiny (zapomenuty ukol, zapomenuté pomdcky atd.). Tento ritudl
reprezentuje stabilni prvek tfidniho diskursu a pfipisuje situacim ve Skolni tridé Sirsi
vyznam. Ve vyuce studentky uditelstvi tak mdze byt diskurs Fizeni t¥idy posilovan pravé
provazejici ucitelkou, ale i dalsimi kulturnimi kddy a praktikami instituce Skoly. Studenti
ucitelstvi maji Casto jasnou predstavu o tom, jakymi chtéji byt uciteli (zaméfenymi na
24ka), avak nedafi se jim to naplfiovat v praxi, ¢asteéné& pravé z dlvodu zmin&ného
statusu quo instituce Skoly. Zminéné ritudly jsou pomérné rigidni a je proto pro studenty
na praxi obtizné zménit je nebo o nich vyjednavat s provazejicim ucitelem, pokud chté&ji
tfidu ridit vice v duchu pfistupu zaméreného na zaka. Pfesto studenti mohou hrat urcitou
roli agentl zmény v diskursu Fizeni t¥idy. Takovou aktivni roli zastavéa zkoumana studentka
ve volbé diskursivnich prostfedk(, kde se studentka relativn® emancipuje od diskursu
provazejici ulitelky, zejména tim, Ze buduje spolec¢né diskursivni pole se zaky, oznacené
jako ,my". Vyukové praktiky studentky jsou opét oblasti, ktera je determinovana
vyukovymi praktikami provazejici ucitelky. Ve vyuce zkoumané studentky prevlada IRE
struktura, coz je podle Cazden (2001, p. 53) ,defaultni prvek tfidniho diskursu — néco, co
délame ve tfidé zcela pfirozené". Vyukova praxe se odehrava v zabéhnutych praktikach,
které nejsou vtéleny jen do zptsobu myéleni lidi ve &kole, ale i do materialni a organizaéni
struktury vzdélavani (Bloome et al., 2004), v ¢eskych skolach napfiklad typickych salovym
usporddanim. Kromé& rolovych specifik a faze profesniho vyvoje studentl uditelstvi
charakteristické nedostatkem zku$enosti (srov. Wolff et al., 2015) mdZe byt prekazkou

naplnovani pfistupu zaméreného na Zaka i diskurs zaméreny na ucitele nachazejici se na

39



arovni tfid, skol i vzdélavaciho systému. Je tak otazkou, zda ucitelské praxe neslouzi kromé
ziskavani zkusenosti studentd ucitelstvi také k reprodukci diskursu zaméreného na ucitele
ve vzdélavani (Lojdova, 2019a).

Specifika interakce studentd uditelstvi se zaky v prib&hu ucitelské praxe jsme
zkoumali i v ramci specifického vyzkumu (MUNI/A/1317/2014). Autorka vedla tym ctyf
studentek, které se ve svych diplomovych pracich zamé&rily na autoritu studenta ucitelstvi,
gender v interakci studenta ucitelstvi se zaky, vnimani individuality zaka studentem a uziti
vyukovych metod studentem uditelstvi (Svec et al., 2016). Z tohoto vyzkumu vyvstala
jako vyznamna také kategorie vztahu studenta ucitelstvi se Zaky (Lojdova, 2016f).
Studenti uditelstvi v ohniskovych skupinach pojmenovavali pedagogicky vztah jako
zakladni predpoklad vykonu ucitelské profese, prevazovala u nich orientace na Zaky oproti
orientaci na ucivo. Naklonnost studentl ucitelstvi smérem k 2akim neni individualizovand,
nybrz je vyjadifena k 2akim obecn& jako k socidlni skupin&. Interpretuji ji jako
pedagogickou lasku (Lojdova, 2016d). Pedagogickd laska pfitom mdZe byt i
obousmérna. K tédmto zkoumanym studentiim ucitelstvi na praxi se pisemné vyjadiovali i
jejich Zaci, ktefi tuto naklonnost naopak vyjadfili individualizované. Zaci chtéji, aby je uditel
znal a vychazel vsttic jejich individudlnim potfebam. Na&s vyzkum odhalil potfebu silného
emocniho vztahu mezi uciteli a zaky. Tento fenomén je v pedagogickych védach spise
okrajovy a také v diskursu studentl je spiSe skryty. Vyjevil se a* diky obrazovym
metaforam, kde se zviditelnil v esencialni podobé srdce, ale také v obrazech se srdcem

spojenych (obrazek 3 a 4).

=
&

k&KL AW

Obrazek 3. Metafora zkuSenosti se zaky Obrazek 4. Metafora zkuSenosti se zaky

studentky Kristyny studentky Andrey

Souddasti zkuSenosti studentl ucitelstvi ze spoleCenstvi ve $kole vdak nejsou jen
pozitivni vztahy mezi uciteli a zaky. Naroc¢né jsou pro studenty ucitelstvi zejména projevy
zakovské rezistence (Lojdova, 2015b). Studenti na praxi se setkavaji s rlznou
podobou a silou rezistentniho chovani 2ak{. Toto rezistentni chovani je vztazeno k nim
samotnym i k provazejicim uéiteldm. Vytvofila jsem typologii rezistentniho chovani &k
od pasivniho pres aktivni rezistenci az po chovani agresivni (obrazek 5). VSechny tyto

podoby rezistence se odehravaji v didaktickém (ve vztahu k ucivu) i regulativnim (ve

40



vztahu k pravidldm ve tfidé) mocenském diskursu. Pro studenty na praxi je zvladani
destruktivni i konstruktivni rezistence ?akd obtiznym U(kolem, a to v didaktickém i
regulativnim diskursu. V didaktickém diskursu studenti ucitelstvi v dusledku Z&kovské
rezistence zpochybfiuji svoji odbornost. Potykani se s rezistenci zakd v regulativnim
diskursu v8ak mUze byt diivodem i pro zménu profesni drahy studenta ugéitelstvi. Za¢inajici
i zkuSeni ucitelé by méli hledat faktory, které Zaky k rezistenci vedou, a poskytovat jim
prostor pro kritickou reflexi, nebot na zakladé porozuméni pfi¢indm rezistence ji Ize pretavit

v prilezitost k uceni.

Typ rezistentniho chovani Mocensky diskurs
zakd

Didakticky diskurs Regulativni diskurs

nizka Pasivni ignorace obsahu ignorace ucitele
Intenzita Aktivni proména obsahu vyjednavani vyjimky z

rezistence pravidel
Agresivni utok na obsah utok na normy nebo jejich
vysokay reprezentanty

Obrézek 5. Rezistentni chovani &kl ve &kolni t¥{d& zaznamenané studenty uditelstvi na
praxi (Lojdova, 2015b).

Uvedené vyzkumy se tykaly zejména normativniho svéta zakd ve spoleenstvi ve
$kole. AvSak i studenti uéitelstvi jsou soucasti riznych normativnich svétl a také oni normy
v t8chto svétech rlzné interpretuji, vyjednavaiji a prekracuji. Ukazuje to zejména vyzkum
opileckych historek ve vynorujici se dospélosti, typickych pro vyvojové obdobi, ve kterém
se studenti ucitelstvi nachazeji (Lojdova, 2020a).

Vynotujici se dospélost (emerging adulthood) byva vymezovana vékem 18 az 25 let
a je charakteristickd zménami ve vztazich, vzdélavani, pracovnim zivoté a v pohledu na
tyto oblasti (Arnett, 2011). Je to obdobi, ve kterém mladi lidé ziskavaji zkuSenosti se

socialnimi mezniky jako ziskani formalni kvalifikace, vstup na trh prace, odchod z
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rodiCovského domova, pfipadné uzavieni manzelstvi a zaloZeni rodiny (Harnet et all,
2000).

Tato studie roz&ifuje poznani o konzumaci alkoholu studentl v obdobi vynotujici se
dospélosti o prehled udalosti, ke kterym se konzumace alkoholu v tomto vyvojovém obdobi
vztahuje, o zplsob, jakym o konzumaci alkoholu mladi dospéli hovofi a jaky vyznam mu
tim pfisuzuji, a v neposledni fadé o utvareni identity v opileckych historkach.

Zkoumané opilecké historky se vztahuji k linearnim a cyklickym udalostem. Mladi
lidé jimi zvyraznuji osobni Zivotni tranzice (napf. ziskani formalniho vzdélani) i periodicky
se opakujici udalosti (napf. svatky v pribé&hu roku). Podle zptsobu, jakym jsou opilecké
historky vypravény, jsem popsala pribéhy nonkonformity, pratelstvi a zabavy. Pfibéhy
nonkonformity zachycuji vykroleni ze socidlnich norem pod vlivem alkoholu a jsou
pomérné bézné i proto, ze neobvykly ¢i nevhodny akt cini historku hodnou vypravéni
(Tutenges & Sandberg, 2013). V pfibézich nonkonformity pfevazuje vytvareni pozitivniho
diskursu. To znamena, ze nonkonformita pod vlivem alkoholu je licena pozitivné, jako
dobrodruzstvi, hrdinstvi ¢i zabava. Oproti Niland et al. (2013) jsem Zzjistila, ze pozitivni
diskurs prevlada tam, kde vypravéc¢ hovofi o sobé samém. Pokud zminuje vypravéc
opilecké epizody druhych, vyskytuje se i negativni diskurs (napf. zahanbeni). Pozitivni
diskurs reprezentuji i pfibéhy pratelstvi. Konzumace alkoholu v téchto pfibézich napomaha
socialnim cildm relevantnim pro vynofujici se dospé&lost, zejména navazovani a udrzovani
pratelskych vztahl a ziskavani sexudlnich & milostnych partner(. Piib&hy zabavy popisuji
praktiky pod vlivem alkoholu, které vypravél rekonstruuje v pfibéhu jako zabavné.
Opilecké historky reprodukuji normativitu konzumace alkoholu zejména ve vztahu k
socialnim interakcim a k zabavé. V neposledni fadé Ize opilecké historky chapat jako
prostifedek (re)konstrukce identity ve vynofujici se dospélosti. Opilecké historky jsou

spojeny zejména se skupinovou, genderovou a vékovou identitou.
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Spoledenstvi ve &kole je tvoreno véemi aktéry Skolniho Zivota. RUzné aspekty spoleenstvi
ve Skole jsem zkoumala v teoretickych, metodologickych i Skolsko-politickych
souvislostech. Za nejdllezit&jéi v8ak povaZuji realizaci empirickych vyzkumd v mnohdy
doposud hloubkové nepopsanych mikrosocialnich souvislostech.

V realizovanych vyzkumech jsem nahlédla do spolecenstvi ve Skole ocima
navstévnikl - student( uditelstvi na praxi. Touto optikou odhaluji nékteré mikrosocialni
jevy, které mohou zlstat domorodclim (uciteldm a 2aklm) skryté. Zarover vak ukazuiji,
Ze proces stavani se ucitelem nezahrnuje jen didaktickou dimenzi, ale i Sirokou paletu
socialnich fenoménd ve $kolni t¥d&. Porozuméni t&mto na prvni pohled mnohdy skrytym
fenoméndim mize napomoci studentlim uditelstvi v ndroéném procesu stavani se uditelem
a mUze pomoci i t&m, ktefi je na tuto roli pfipravuiji.

Publikované studie nastinily komplexni proces socializace studentd uditelstvi do
mikrosocialniho prostiedi Skolni tfidy, zahrnujici mocenské vztahy (zaméfila jsme se
zejména na legitimni a donucovaci moc ucitele), zakovskou nonkonformitu, zakovskou
rezistenci, skryté kurikulum i pedagogickou lasku studentl ucitelstvi k zakim. Tyto
fenomény souviseji s fizenim tfidy studentem ucitelstvi (v oblasti managementu chovani a
managementu vyuky, ve kterych jsme dale identifikovali proaktivni a reaktivni strategie)
a zejména s utvarenim diskursu Fizeni tridy (diskurs zaméfeny na zaka, diskurs zaméreny
na ucitele).

Vyzkumy jsou vsazeny zejména do regulativniho diskursu Skolni tridy (Bernstein,
1996), kde zachycuji mikrosocialni svét sSkolni tfidy. Tyto mikrosocialni fenomény pritom
Gzce souviseji s kvalitou vyuky. Podle Slavika a Janika (2012, s. 279) je ,kvalita vyuky
pomé&fovana mirou zapojeni zakd do utvareni spoledenstvi mysli v mikrokulturnim prostoru
vyuky.” V nasSich vyzkumech toto spolecenstvi rozsifujeme o studenty ucitelstvi, ktefi jsou
spoleCenstvim ve Skole jednak profesné formovani, ale také toto spoleCenstvi svym
plsobenim na praxi formuji.

Dosavadni vyzkumy studentd ucitelstvi na praxi a zacinajicich ucitell se orientuji
predevsim na problémy a prekazky, se kterymi se novacci potykaji. Jiz tradicnim se stalo
téma Soku reality, ktery popsal uz v osmdesatych letech dvacatého stoleti Veenman
(1984), a ktery mohou v rliznych podobdch zaZivat i studenti ucitelstvi na praxi v
soucasnosti. Jeho podstatou je zborcenim idedll ziskanych b&hem studia, k némuZ dochazi
v kontaktu s realitou $kolnich tfid. Mezi ¢asto uvadéné problémy zacinajicich ucitelG (i
student(), které mohou souviset se Sokem z reality, patfi zvladani kdzné&, respektive Fizeni
tfidy (Dicke, Elling, Schmeck, & Leutner, 2015; Oral 2012). V naSich vyzkumech se

vyjevilo, pro¢ je pravé socializace do spolecenstvi ve skole jednim z nejnaroénéjsich Gkold
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pro studenty ucitelstvi. Tuto sociadlni dimenzy Skolni tfidy jsme zaramovali konceptem
managementu chovani, ktery byva spojovan zejména s budovanim pozitivniho klimatu
Skolni tfidy (Lukas & Lojdova, 2018). Ucitel v rdmci managementu chovani vyuziva
rozmanité praktiky, pficemz mnohé z nich nejsou studentovi ucitelstvi na praxi vzhledem
k jeho omezené roli praktikanta dostupné. Je to zejména pravidelna komunikace s rodici a
dlouhodoby vztah se zaky, v jehoZz ramci je utvaren zejména proaktivni management
chovani. Navic mnozstvi pravidel managementu chovani aplikovanych ve vyuce je
implicitnich a pro studenty ucitelstvi tudiZz neviditelnych. Néktera pravidla skolni tfidy se
zviditélnuji az pri jejich poruseni, jak ukazal vyzkum Zakovské nonkonformity (Lojdova,
2016c) & skrytého kurikula (Lojdovd, 2015a). Nejen z t&chto dlvodl je management
chovani pro studenty ucitelstvi potencidlné obtizny. Pokud se studentovi nepodafri
pfedchazet nekazni a nespolupraci proaktivnimi strategiemi, saha po reaktivnich
strategiich, kterymi zaky ukazfiuje. Dostadvd se tak do limitovaného bali¢ku nastrojd,
kterymi ucitel pro tyto G&ely disponuje. Zejména vdak nemulze zaZit Uspé&ch, jaky zaziva
ucitel, ktery efektivné pracuje s proaktivnimi strategiemi.

Oproti urcitému deficitnimu pohledu na studenty uditelstvi na praxi vSak nase
vyzkumy také ukazuji, jak mize student uéitelstvi obohatit zaky i provézejiciho uditele. Je
to zejména oblast didakticka, na kterou se studenti dikladné pfipravuji, ve které pfinaseji
inovativni naméty z pedagogické fakulty, které mnohdy pfejima i provazejici ucitel.
Ucitelské praxe tak mohou mit i neplanovany efekt spocivajici v inovaci vyuky na
soucasnych Skolach. Uz samotna pritomnost studenta uditelstvi ve tfidé jakozto “druhého
ucitele” ve tridé vybizi napfiklad k tandemové vyuce. Obohaceni Skolni reality studentem
ucitelstvi véak nespociva jen v oblasti didaktické, ale i v oblasti socialni, byt proniknuti do
této oblasti miZe byt pro studenty ucitelstvi obtizn&jsi. Podle Smitha (2005) néktefi
studenti uéitelstvi hraji roli agentl socidlni zmény, ktefi rekonceptualizuji instruovani a
s nimi spojeny diskurs. Takovou aktivni roli zastdava zkoumana studentka ve volbé
diskursivnich prostfedkl, kde se studentka relativné emancipuje od diskursu provazejici
ucitelky, zejména tim, Ze buduje spolecné diskursivni pole se zaky, oznacené jako ,my"
(Lojdova, 2020a). Studenti ucitelstvi maji Casto jasnou predstavu, jak chté&ji tfidu ridit
(spojenou se zamérenim na zaka), ale v praxi se jim to nedafi aplikovat (Poom-Valickis &
Loéfstrom, 2018). Kromé faze profesniho vyvoje studentl charakteristické nedostatkem
zkudenosti (srov. Wolff et al., 2015) zde muZe hrat roli i diskurs zaméfeny na ucitele
reprodukovany na urovni tfid, Skol i vzdélavaciho systému. Pfestoze realizované vyzkumy
ulitelské praxe v nékterych aspektech problematizuji, ucitelské praxe povazuji za
nenahraditelnou soudast pregradudlini pfipravy uditeld.

Profesni ptiprava studentl uditelstvi na fakulté nem@ze nikdy v&rné simulovat $koln{
prostiedi (Lojdova, Lukas, & Kohoutek, 2014). AZ v prib&hu utitelskych praxi ziskavaiji

studenti prvni zkuSenosti s vyjednanim urcitého mocenského usporadani, které ovliviiuje
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prabéh i vysledky vyucovani a plsobi na viechny aktéry. Mocenské usporadani ve $kolnich
tfidach student( ucitelstvi je véak ovlivné&no provazejicim uditelem a instituci &koly. Zde je
tfeba pfipomenout, Ze provazejici uditelé stovek studentl na nasi fakulté jsou velmi rdzni.
N&kteFi mohou reprezentovat tradi¢né&jsi transmisivni pfistup k vyuce, coz mize byt v
rozporu s oCekavanimi studenta, pripravovaného na fakulté spiSe ke konstruktivistickému
pojeti vyuky. Jak ukazuje realizovany vyzkum (Lojdova, 2019a), zejména ritualy a vyukové
praktiky provazejicich uditell (a instituce $koly) se jevi jako spiSe rigidni a pro studenty
ucitelstvi na praxi obtizné vyjednavatelné (srov. Recuerda, 2010). Uditelské praxe tak
mohou slouzit i k reprodukci diskursu zaméfeného na ucitele ve vzdélavani. Ke zméné
tohoto diskursu nestaci jen zménit dil¢i postupy fizeni tfidy. Jedna se o holistickou zménu
paradigmatu spolecenstvi ve &kole, kterd zahrnuje komplexni promé&nu mocenskych vztahl
mezi véemi aktéry. Ani praktickd pFiprava ve $koldch tedy nemdZe nahradit univerzitni
pripravu studentd ucitelstvi. Ta mdze podpof¥it kritickou analyzu praxe skrze reflektivni a
kriticko-pedagogické pfistupy (Lojdova, 2016b) i skrze vzdélavani zalozené na vyzkumu
(research-based education) (Lojdova, 2016a). Cilem pregradudlni pFipravy uditell by totiz
nemélo byt jen pfipravit studenty na stavajici pedagogickou praxi, nybrz vybavit je nastroji
pro utvareni nové pedagogické reality.

V neposledni Fadé spo¢iva ptinos realizovanych vyzkumd i v oblasti metodologické.
Dva realizované projekty GA CR (moc ve $kolni tiidé; Fizeni t¥idy) ilustruji metodologii
smigeného vyzkumu propojujici kvalitativni a kvantitativni postupy na rlznych Grovnich
designu vyzkumu - vyzkumné otazky, metody sbéru dat, metody analyzy dat, interpretace
vysledk(. Hloubkov& byly rozvinuty zejména postupy kvalitativniho vyzkumu.
Rozpracovany byly postupy narativniho vyzkumu (tematicka narativni analyza, narativni
biografie; narativné orientovany vyzkum, tzv. NOI) a originalné byla propojena
interpretativni fenomenologicka analyza a kritickd diskursivni analyza ve vyzkumu ve

Skolni tridé.

V ptiloze &tendr nalezne Sest vybranych citovanych textd ve verzi ke zvefejnéni.
Prvni z nich diskutuje téma promény vzdé&lavani (budoucich uéiteld) na univerzitach v
duchu neoliberalnich politik (Lojdova, 2016b). Druhy text se jiz zaméfuje na profesni
pfipravu studentd ucitelstvi na uéitelskych praxi. Zachycuje socializaci studenta ucitelstvi
do diskursivni komunity Skolni tfidy, a s ni souvisejici reprodukci diskursu Fizeni tfidy
zaméreného na ucitele pres osobu provazejiciho udlitele (Lojdova, 2019a). Treti text
dotvari pohled na spolecenstvi ve skole pres zakovskou nonkonformitu, kterou popisovali
studenti ucitelstvi jako soucast svych sSkolnich zkusSenosti. V tomto vyzkumu se odhalil
normativni svét skolni tfidy a praktiky, které vedou k jeho udrzovani (Lojdova, 2016c).

Ctvrty text opét cili na (ne)dodrzovéani norem ve $kole, tentokrat z perspektivy studentd
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ucitelstvi na praxi, ktefi se setkali s rlznami podobami zakovské rezistence (Lojdova,
2015b). Z&kovska rezistence souvisi i se skrytym kurikulem, skrze které se mohou
reprodukovat nékteré socialni nerovnosti ve Skole, na coz mohou 7aci reagovat pravé
rezistenci (Lojdova, 2015a). Zavérecny text zachycuje scénarfe donucovaci moci
studentky ucitelstvi na praxi, tedy zplUsoby, kterymi se studentka snaZi udrzet normativni

svét spolecenstvi ve Skole v chodu (Lojdova & Lukas, 2015).
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ENGLISH VERSION



1. Introduction

This habilitation thesis in the form of a collection of previously published scholarly
works links the author’s already published papers in terms of concepts, methodology and
research results. It is based on 32 published papers, of which 14 papers are in domestic
and foreign journals (including 3 WOS), 12 chapters are in monographs, 1 monography, 3
collective monographies, 1 paper in proceedings and 1 journal editorship.

Commentary on published papers is given first in Czech and then in English. The
commentary on the papers is divided into three chapters. The first chapter defines and
puts into context the selected concepts under scrutiny, which it summarizes under the title
‘microsocial aspects of school education’. It also focuses on pre-service teacher education
in which these microsocial aspects were examined and where they are set. It also describes
the reform of the curriculum of the pedagogical and psychological module at the Faculty of
Education, Masaryk University (FOE MU) and conceptual issues of research and instruction
at faculties of education. This is a context that has influenced the results of conducted
research studies and helps to further understand the research results.

The second chapter describes the methodology of conducted research studies,
especially mixed-method research design used in two Czech Science Foundation projects
(CSF)? which produced a substantial amount of the results. Moreover, attention is focused
on qualitative methodology: narrative analyses, critical discourse analysis, interpretative
phenomenological analysis (IPA), and inductive and deductive coding techniques.

The main chapter is the third chapter, which describes and links selected research
results of the microsocial aspects of the community in the school through the lens of
student teachers entering there on their teaching practice. It deals with the findings of the
research of power in the classes taught by student teachers, hidden curriculum, pupil
nonconformity, pupil resistance, pedagogical love and classroom management in terms of
different roles of the student teacher and accompanying teacher'® and also in terms of
various discourses of classroom management.

Key concepts and the author’s publications that describe them in more detail
are in bold. At the end, readers can find a list of all the author’s papers that this treatise

is based on. Six selected author’s published papers is annexed (see table 1).

9 Czech Science Foundation projects (CSF): (1) Power in the classes taught by student teachers (2013-2015) led
by the investigator doc. Vickova; Classroom management strategies of student teachers and experienced teachers
(their mentor teachers) in lower secondary classrooms (2016-2018) led by the investigator doc. VICkova.

10 Accompanying teacher (or mentor teacher) supervises the student teacher on teaching practice.
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Table 1. Selected papers from the collection of previously published scholarly works

attached in the appendix

No. | Text Concepts Methodology Note Author’s
participa
tion

1 Lojdova, K. (2016b). The | pregradual theoretical study award of | 100 %

end of academic freedom | teacher the
in the era of education; Czech
neoliberalism?. neoliberal Associati
Pedagogicka orientace, university on of
26(4), 605-630. Educatio
nal
Research
in 2017
2 Lojdova, K. (2019a). classroom interpretative Elsevier, | 100 %
Socialization of a student | management, | phenomenological | A 5-Year
teacher on teaching teacher/learne | analysis; critical Impact
practice in the discursive | r centred discourse analysis | Factor
community of the discourse; 1,25; A
classroom: Between a socialization of 2-Year
teacher-centred and a a student Impact
learner-centred teacher in the Factor
approach. Learning, discursive 1,143
Culture and Social community of
Interaction, 22, 1-11. the classroom
3 Lojdova, K. (2016c). pupil narrative research | ERIH, 100 %
Student nonconformity at | nonconformity | — thematic SCOPUS,
school. Studia narrative analysis | since
paedagogica, 21(4), 53- 2017
76.
4 Lojdova, K. (2015b). Neni | pupil qualitative SCOPUS | 100 %
nekazen jako nekazeri: resistance, research — open
Rezistentni chovani zakl | power in the coding
jako projev moci ve classroom;
skolni tridé. Orbis teaching
scholae, 9(1), 103-117. practice
5 Lojdova, K. (2015a). hidden narrative research | 9th the 100 %
Skryté kurikulum, Zzité curriculum, - narrative most
pribéhy. Narativy normative biography read
studentd ucitelstvi o world of the paper in
Skole. Pedagogicka classroom, the
orientace, 25(5), 649~ student journal
670. teachers
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A. THEORY
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2. Studied concepts in the community in the school

The concepts studied relate both to community in the school itself and student teachers in
pregradual teacher education who enter the community through teaching practice. First,
let's look at the community at school.

Although the school environment is familiar to everyone at first glance, the school
also represents a complex and exotic social environment, as especially ethnographic
research has shown (Prague Group of School Ethnography, Hargreaves et al., 2011;
McLaren, 1999; Willis, 1977; Woods, 2014). The school is interwoven with social norms
that govern its functioning and the process of cultural transmission itself. Hargreaves et
al. (2011) found that most of what they as researchers considered to be rules in the school
were not named as rules by actors in the school world. As the teacher role is central to
school reality, rules apply to the specifics of teachers. Woods (1980) described in teachers
a strategy of leniency towards violations of school rules, which can apply to whole classes
or individuals in classes in whom the teacher considers such treatment acceptable. A
certain pupil’s behaviour may, therefore, deviate from the school norms but it may be
considered normal by the teacher for the particular pupil. The teacher then tends to be
lenient towards such behaviour and gives up trying to establish a remedy. In the Czech
ethnography Bittnerova (2002) looks at pupil culture and captures how pupils play games
with violence during school breaks as part of their culture, and these only become
problematic when confronted with the institution of the school or with the rules of
behaviour in the institution of adults. Therefore, the normative school world consists of
obvious and hidden rules that dynamically evolve and are conditional upon the situation.

Student teachers socialize at school as a distinct community, and the culture of this
community may not be apparent to them at first sight. This community, which includes all
actors in the school, including pupils, can be called a community of practice (cf. Wenger,
1999; Slavik, Janik, Jarnikova, & Tupy, 2014). Janik and Slavik (2012, s. 276) speak in
relation to the teaching of the community of minds, for which "the rules that unite the
community of minds must be universally valid, but they must also emerge, reshape and
disappear in favour of more appropriate rules." In this work I am talking about the
community in the school, which represents the microsocial world of the school and I will
focus on its selected areas, which I dealt with in the research so far.

Before addressing research areas, it should be noted that the social aspects of
school education can be studied on the axis of the macrosocial and microsocial
environment. For example, power can be understood as a macrosocial category, but at the
same time it can be negotiated in everyday interaction in the microsocial environment in
the classroom. My research is localized in the classroom environment where it captures

selected social phenomena in the teaching process. The research results thus enrich the
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understanding of educational reality as a subject of research in educational science, unlike,
for example, the sociology of education, which deals with the social aspects of education
in society, for example in terms of social reproduction. However, an interdisciplinary

approach is essentialll.

2.1 Microsocial aspects of school education

Probably the broadest microsocial aspect of school education dealt with in my research is
the phenomenon of power in the classroom, which we elaborated on in a CSF project
(VI€kova et al., 2014; Lojdova, Salamounova & Bradova, 2014; Lojdova & Lukas,
2016; Salamounova, Bradova & Lojdova, 2014). Power is a natural part of all social
relationships, including the educational process in the classroom. In relation to the teacher,
power can be understood as the teacher’s ability to make pupils do what the teacher
requires from them (Salamounova, Bradova & Lojdova, 2014). In itself, power is
neither a negative nor a positive phenomenon. It is an integral part of all social relations
and holders of power may “use” or “abuse” their positions. Power, like authority, is a
relational phenomenon; however, unlike authority, it is a more dynamic phenomenon and
is transformed across instructional situations (e.g. group work versus examination) and,
in particular, is a phenomenon available not only for the teacher but also for pupils
(Lojdova, Salamounova, & Bradova, 2015).

Pupils may use power to fulfil the teacher’s instructional objectives (for example,
when they ask additional questions on the subject matter), but they can, of course, use it
to deviate from or disrupt the instructional objectives (or, more broadly, the school’s
objectives). At this point, pupil resistance (Lojdova, 2015b), which I dealt with in
connection with the topic of power in the classroom, can be discussed. Resistance is defined
as an act of opposition to something an individual or a group disagrees with. Unlike
indiscipline (the manifestations of which can overlap with those of resistance), resistant
behaviour of pupils is not attributed to pupils’ characteristics but mostly to external
influences. The authors find these influences a) directly in the classroom environment (e.g.
the manner of designing the curriculum) as well as in b) a broader macrosocial context
(e.g. gender, ethnicity, socioeconomic status as a cause of conflicts at school).

a) From the microsocial perspective, resistance is perceived as a reaction to the
oppressive elements of the school, for example, to a teacher or a curriculum that is distant

from pupils (Dickar, 2008). Pupils often try to get a teacher’s attention through

11 Both projects of the CSF (Power in the classes taught by student teachers; Classroom management) also
involved colleagues from the Department of Psychology, Faculty of Education, Masaryk University.
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inappropriate behaviour (Gootman, 1997). A boring teacher’s lecture or their overly low
or, on the contrary, overly high demands can also contribute to inappropriate pupil
behaviour (Holt, 1984; Bryant & Bates, 2010). Pupils can also be resistant in the classroom
because the form of instruction does not correspond to their mental models of learning and
the preconceptions they bring to the classroom (e.g., the role of the teachers and of pupils,
the educational goal, etc.) (Brookfield, 2006). Active resistance against the person of the
teacher can occur in the classroom.

b) Critical views on the reproduction of social inequality in school are expressed in
the interpretation of resistant behaviour of pupils in the macro-social context, especially
through a hidden curriculum (Lojdova, 2015a). A hidden curriculum is defined as
everything that pupils learn at school and that is not communicated by teachers and the
school system (Hargreaves, 1982). In general, a hidden curriculum can be understood as
unofficial school rules, routines and structures in which pupils learn patterns of behaviour,
values, opinions and attitudes (Lovat et al., 2010).

In the classroom environment, the aspects of a hidden curriculum can be found in
school norms, ceremonies, rituals, documents, methods of student assessment, during
breaks, in the corridors, during lunch, in leisure activities, through the classroom discourse
and atmosphere, disciplinary system, classroom layout, in textbooks and even in the formal
curriculum (Cobanoglu, 2014). Analytical approaches to the hidden curriculum were often
associated with critical tendencies in education, which reveal how education reproduced
inequalities in society (cf. Lojdova, 2016b). These theories may give a false impression
that a hidden curriculum is a means of pupil indoctrination and is, therefore, a purely
negative phenomenon. This is not the case; pupils learn many positive things through a
hidden curriculum, for example, social skills developed through the school’s social climate,
teachers’ behaviour and mutual relations. All this happens on an ongoing basis without any
direct teacher interventions.

Resistance theories (Giroux, 2001; McLaren, 1999), unlike reproductive theories,
are interesting in that they do not focus only on "what schools do to pupils" (Bernstein et
al., 1966; Bourdieu & Passeron, 1990; Freire, 1970), but also show "what pupils do to
teachers and schools", or how they resist a dominant culture and how they interact with
the reproduction of norms at school (Dickar, 2008). As opposed to deterministic
reproduction theories, they perceive pupils as active actors who can influence oppressive
structures through resistance. Resistance theories have been subjected to substantial
criticism since the 1980s, which has pointed out that it is not always possible to distinguish
pupil resistance from mere disorder in the classroom and that it cannot be proven that
such behaviour by pupils is caused, for example, by a teacher’s racial oppression or that
these theories shift the debate from the area of education to a broader area of racism and

sexism in society (McGlaughlin, Weekes, & Wright, 2002). One of the critical interpretations
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of the aforementioned concept of resistance in the Czech environment is by Sedova (2011),
who points out that resistance may be a mere rhetoric figure through which pupils transfer
responsibility for their behaviour to the teacher (Lojdova, 2015b). Nevertheless, I find
the concept of resistance useful as it reveals one of the dimensions of pupils' non-
cooperation at school. I introduce the typology of pupil resistance into Czech educational
science (Lojdova, 2015b).

In addition to resistant behaviour, pupils’ power can also be manifested as pupil
nonconformity (Lojdova, 2016c¢), which is a broader phenomenon than resistance, with
more diversified causes. I also developed the topic of student nonconformity in connection
with the project on power in the classroom. In accordance with Merton (2000), we can
define school conformity as an adaptation to cultural objectives and the institutionalised
means of achieving them (cf. Whelen, 2011). Conformity is a tendency of individuals to
adapt their views and behaviour to others (Cialdini & Goldstein, 2004). Rejection and
violation of group norms can be characterised as nonconformity. Conformity and
nonconformity in themselves are not positive or negative terms (Beran, 2015). In Forsyth’s
(2009) view, nonconformity can mean dissent but also anti-conformity, which may be
motivated more by a pursuit of rebellion than efforts to behave in accordance with one’s
own beliefs. I define pupil nonconformity as pupil behaviour that deviates from social norms
at school. Therefore, it is deviant behaviour that can be either positive or negative. In the
school context, Hargreaves et al. (2011) refers to routine deviation, which is a common
and non-serious violation of norms. This daily deviation has attracted little attention so far
because researchers (especially in the area of labelling) have mostly focused on serious
violations of norms, such as juvenile delinquency. Due to the context of labelling theories,
the term deviation is burdened with negative connotations. Therefore, I have opted for the
term ‘nonconformity’ within the conceptualisation of failure to adhere to norms. I do not
focus on nonconforming pupils but on pupil acts of nonconformity that represent partial
non-adaptation to others, especially norms and teachers, who represent such norms. I
conceive pupil nonconformity as a specific social practice (Lojdova, 2016c) and focus on
its negotiation in the microsocial environment of the school.

Pupil resistance and nonconformity represent forms of pupil power in the classroom.
In our research studies, we focused mainly on the teacher’'s power (Lojdova,
Salamounova, & Bradova, 2014), using French and Raven’s (1959) typology of bases
of power: coercive, reward, legitimate, referent, and expert. It is important to mention
that this is a relational phenomenon, i.e., the teacher has these bases only if pupils
attribute them to the teacher. For example, if pupils do not perceive and accept the
teacher’s legitimate power, the teacher can hardly exercise that power. This can be
illustrated by a hypothetical example when an unknown person from the street comes in

to teach the class. The pupils would probably not fulfil that person’s requirements because
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the person would not have the legitimate power associated with the role of a teacher. This
hypothetical example in the reality of teaching practice is reflected in the problem of the
giving of legitimate power to student teachers in practice by their accompanying teachers.
So, although we refer to the teacher’s power, it is not about having it as it would seem
from that phrase but about perception and evaluation on the side of the other party in the
relationship, especially the pupils. We have adapted for the Czech environment the
questionnaire on bases of power Teacher Power Use Scale (TPUS) by Schrodt, Witt and
Turman (2007). Power bases theory is based on French and Raven’s (1959) typology of
relational power: coercive, reward, legitimate, expert and reference power bases (VIckova
et al., 2014). The results of the research of the bases of power are based on a mixed-
methods research design (Vickova & Lojdova, 2016). In this section, I will define the
bases of a teacher’s power which I addressed in my research: legitimate and coercive
teacher power.

Legitimate power (Lojdova, 2014a; Lojdova, Salamounova, & Bradova,
2014) is related to the social role of a teacher, who guarantees (formal) authority over
pupils. This role is associated with the standard to supervise and influence others. The
legitimate power of a teacher is based on the macrosocial environment (the role of a
teacher in the society), from the microsocial environment of a school (the teacher as a
representative of an organisation and its bureaucracy), from actors outside school
(founding authorities, parents), and, from the perspective of power as a relational
phenomenon, primarily from pupils (through whom the aforementioned factors can be
mediated). It is also typical of schools that their legitimacy stands and falls on the trust
placed in them by the founding authorities and parents (Dvorak, Stary, & Urbanek, 2015).
Pol (2007) also emphasises the relationship between school and a broader system in which
external rules (legal, economic, socio-political) apply that the school must respect. These
external requirements delimit the space in which the school operates, thereby defining the
form of their legitimate power. Stech and Viktorova (1995) mention the active role of the
school institution in the negotiation of legitimacy, when it defends its own authority, i.e.,
especially the authority of teachers as representatives of the institution, which is defined
through its counterpart—through clients, i.e. through pupils and their parents. According
to the authors, the distribution of power is then a chronic feature of school-type
institutions. All actors in the school environment must defend the legitimacy of their
authority towards others, create an agreement on mutual contact and renew it. The
legitimate base of power is a multi-layered phenomenon which is also closely linked to all
other bases of power, especially coercive power. This is because both coercing and
rewarding presume the legitimacy of the actor doing so. Following a factor analysis of the
TPUS questionnaire adapted by us, these two bases of power (legitimate and coercive)

were merged in the questionnaire as they constituted one factor (VIckova et al., 2014).
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Coercive power (Lojdova & Lukas, 2014; Lojdova, Salamounova, &
Bradova, 2014) is based on the fact that a pupil perceives the teacher as someone who
may punish them (a disapproving look, admonition, bad mark, etc.). Therefore, the basis
of power does not consist in the fact that a teacher is able to punish a pupil but that the
pupil perceives the teacher that way, which is in line with the reciprocal nature of the
phenomenon of power. Exercise of the teacher’s coercive power is based, for example, on
the pupil’s need to avoid punishment in various forms. Foucault (2000) understands
punishment as everything that can make children feel sorry. Foucault (2000) further
develops the idea of punishability at school: a number of subtle procedures are used in the
name of punishment, from mild physical punishment to slight deprivation or minor
humiliations. It should be noted that the use of punishments is still considered one of the
basic forms of pupil motivationby the lay public and even some teachers (cf. Mares, 2013).
Therefore, the use of coercive power by the teacher may appear to be a crucial component
of their behaviour from this perspective. The basic and easily recognisable forms of
punishment include, for example, pupils’ fear of bad marks, criticism in front of the class,
disapproving verbal expressions of the teacher or a combination of these expressions with
a non-verbal expression of a “distance” from the pupil (raised eyebrows, “unpleasant” look,
etc.). However, coercive power can also be manifested in ways that are surprisingly
ambivalent in nature. It is also possible to trace opposing situations where a pupil is
punished paradoxically by the teacher’s behaviour that in principle, we would consider a
reward—for example, praise in front of a class whose climate can be described, in Lasek’s
view (2004), as motivating for negative school performance, may have the attributes of
punishment for a particular pupil.

Power (not only coercive) in the classroom is usually applied in relation to pupils in
two discourses that can be theoretically defined as didactic and regulative (Bernstein,
1996). The didactic discourse is related to the fulfiiment of didactic goals, where the
teacher exercises power in order to achieve those goals. In regulative discourse, power is
exercised in order to manage the class and discipline (cf. Evertson & Weinstein, 2006;
Lewis, 2008; Shindler, 2010).

Therefore, the concept of classroom management became another phenomenon
on which we focused a CSF project (Lukas & Lojdova, 2018; Vickova et al., 2019).
Classroom management is a system of strategies used by the teacher to shape the
classroom environment (physical, social, didactic), which supports the learning of pupils
(Christofferson, Sullivan, & Bradley, 2015). The literature distinguishes between two areas
of classroom management, which correspond to the discourses according to Bernstein
(1996): behavioural management and instructional management. It is clear that both take
place in the classroom; however, the first term emphasises the area of pupil behaviour

and, in a broader sense, the social area of work with the class (cf. regulative discourse);
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the second term accentuates the didactic area and aims at achieving instructional
objectives in the instructional process (cf. didactic discourse).

Behavioural management is mainly associated with building a positive classroom
climate. An important part of behavioural management is maintaining discipline. Various
research studies suggest that the actual core of effective classroom management is the
positive relationship between the teacher and the pupils (Evertson & Weinstein, 2006). A
good teacher-pupil relationship is important for both sides. Pianta, Steinberg and Rollins
(1995) characterise a good teacher-pupil relationship as warm, close and communicative.
If pupils have a good relationship with their teacher, they adapt better to school conditions
(Pianta, Steinberg, Rollins, 1995). Based on a good relationship with pupils, teachers report
work satisfaction (Veldman, van Tartwijk, Brekelmans, & Wubbels, 2013) and less stress
(Yoon, 2002). The determinants of the teacher-pupil relationship became the subject of
numerous research studies. A good relationship between the teacher and pupils correlates
with pupil characteristics such as school success (Hamre & Pianta, 2001) or pupil
conformity in relation to rules at school (Claessens et al., 2016). It follows that pupils less
successful or resistant to school norms pose a particular challenge for classroom
management by the teacher. A current topic of the research studies of the teacher-pupil
relationship is gender and ethnicity (Bem, 1981; Evertson & Weinstein, 2006; Spilt,
Koomen, & Jak, 2012; Mat&jl & Simonova, 2013; Drexlerova, 2018; Weinstein at al. 2004;
Gallagher, Kainz, Vernon-Feagans, & White, 2013; Jarkovska et al., 2015), see (Lukas &
Lojdova, 2018).

Instructional management includes a complete construction of an instructional
unit: instructional objectives, instructional contents, instructional methods, assessment,
feedback for pupils, etc. This takes us to the area, richly developed in the Czech
environment, of didactics and didactic principles (Spilkova, 1996; Kufina, 2009), subject-
matter didactics (Stuchlikova et. al., 2015), transdisciplinary didactics (Slavik, Janik,
Najvar, & Knecht, 2017), and more broadly, quality in education (Janik et al., 2013). The
effectiveness of classroom management is the essential (school-related) predictor for the
school success of students (Banks et. al, 2005). From the point of view of contemporary
authors, classroom management mainly focuses on the development of tasks with a higher
cognitive demand, cognitive autonomy and opportunities for pupils’ metacognitive skills
(Reddy, Fabiano, Dudek, & Hsu, 2013), pupils’ choice-making opportunities in the
classroom (Jolivette, Ennis, & Swoszowski, 2017), dialogical teaching (Sedova et. al.,
2016), formative assessment (Dennis, 2009), taking into account individual progress
rather than a grade contest among pupils (Baumert et al., 2010), instruction in
heterogeneous classes and inclusive conditions (Gaitas & Alves Martins, 2017). An

important area that is accentuated not only in inclusive classes (Soodak & McCarthy, 2006)
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is the creation of opportunities for peer-mediated learning (peer-mediated strategies) and
self-directed strategies, see Lukas & Lojdova, (2018).

Classroom management strategies can be divided into those that focus primarily on
the prevention of undisciplined behaviour and non-cooperation, and those that rather
address already existing indiscipline and non-cooperation. Therefore, we refer to
proactive and reactive classroom management strategies (Emmer & Sabornie,
2013). Effective classroom management mainly consists of proactive classroom
management. In other words, the difference between a better and a worse teacher is not
in how the teacher deals with indiscipline but how they prevent it.

In order to measure classroom management, we adapted another foreign
guestionnaire for the Czech environment (VIckova, Kvéton, Jezek, Mares & Lojdova,
2019), which we have called the Behaviour and Instructional Management Scale, BIMS
(Martin & Sass, 2010). This questionnaire consists of two subscales - behavioural
management (BM) and instructional management (IM). This CSF project was also carried
out in a mixed-methods research design that included, in addition to the questionnaire,
observation of instruction and interviews. Qualitative analyses revealed significant aspects
of school instruction on the axis of macro-microsocial factors. These include classroom
management discourse and its importance for constituting community in the school.

The classroom management discourse (Lojdova, 2019) proved to be a principal
concept when looking at various forms of classroom management. The classroom can be
understood as a discourse community that shares certain communicative repertoires and
at the same time forms these repertoires as a specific social environment (Heller, 2014).
In terms of discourse, it is not just a matter of what is being talked about, but also how it
is spoken about and whose world views make up the scaffold (Cazden, 2001).

Based on IRE'? and other sources, in general two different discourses of classroom
management are described: teacher-centred and learner-centred. “A teacher-centred
discourse underscores the long held philosophy that instructors are the gatekeepers of
knowledge whose job is to convey their knowledge through a lecture, with students as
passive receivers during the learning process" (Brown et al., 2016, p. 493). It mainly
consists of the traditional approach characterized by the IRE sequence (Strobelberger,
2012). In contrast, learner-centred discourse consists of the more recent /earner-centred
approach to education (Kramer et al., 2007). The learner-centred approach derives from
Rogers’ humanistic psychology and the theoretical framework of constructivism founded
by Piaget (Kayler, 2009). It criticizes the expert-driven, transmission model of teaching

(Tangney, 2014). Constructivism highlights the fact that learning is an active process in

12 IRE (Initiation — Reply - Evaluation) is a three-part sequence in which the teacher elicits information, and a
student provides a reply, which is then evaluated by the teacher (Mehan, 1979).
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which learners perform different actions to get to know the world around them, thus
building their own conceptualization and understanding of it. Therefore, teaching needs to
provide opportunities for students to get involved in activities that allow for exploration,
creativity, and active communication (Harakchiyska, 2018). In terms of communication
sequence, it is more dialogical than the IRE communication structure (cf. Sedova,
Salamounova, & Svaricek, 2014). However, a more equitable distribution of even the most
responsive voices is not in itself sufficient to build a different discourse: more specific social
and cognitive functions of classroom talk, important in discourse in any democracy, need
to be taken into account (Cazden, 1995). (Lojdova, 2019)

Analysis of the microsocial aspects of school education (classroom power, legitimate
and coercive power bases, student resistance, student nonconformity, forms of hidden
curriculum, classroom management strategies, classroom management discourse) shows
the complexity of the school community and also the fact that school education does not
take place behind an impermeable wall, but in the context of macrosocial phenomena that
penetrate beyond the gates of the school. It should be remembered here that not only
macro-social factors shape the conditions, process and outcomes of school education, but
also vice versa, that “school forms society”.

School can be likened to a social sieve through which all children pass and which
“places” these children in a particular social status. The manner of placing in this status is
found in two partially contradictory perspectives - reproductive and productive. From the
reproductive perspective, school plays a considerable role in social reproduction. Bourdieu
(1998) emphasises that school contributes to the continuation and handover of the division
of cultural capital and, thus, also the structure of the social space. It retains the current
order, that is, the distance between pupils endowed with an uneven volume of cultural,
social and economic capital (cf. empirical research by Willis, 1977 and Katriak, 2004). The
fact that school is a place for the creation of social inequalities is emphasised in pedagogy,
especially by representatives of critical pedagogy (Giroux, 2001; Kincheloe, 2004;
McLaren, 1999). The reason is that pupils learn culture, knowledge, values and norms at
school (Saldana, 2013), and this often hidden curriculum can be different for different
groups of pupils. By contrast, there is also a productive perspective, which attributes more
freedom in social mobility to pupils (Pace & Hemmings, 2006). At this point, the
individualisation function of school can be mentioned, which creates the unique potential
of each pupil. Education may then also serve as a “social elevator” for pupils from lower
social classes (cf. Keller & Tvrdy, 2008). Data from the European Social Survey also shows
that inequalities as measured by the father’s social class are smaller in countries where
educational policies are more inclusive (Hogberg, 2019).

The community at school is shaped by the dynamics of macrosocial and microsocial

aspects of school education. Studying the social aspects of school education at various
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levels illustrates an understanding of the educational process, its determinants, results and
effects. My research has focused on microsocial aspects and I view them mainly through
the lens of newcomers to this community-student teachers.

Therefore, in the conceptual chapter I will further define the basic characteristics of
pregradual teacher education at the Faculty of Education, MU, as these students

participated in the research.

2.2 Pregradual teacher education as a context of the realized
research

We prepare the examined students of education for the teaching profession with colleagues
from the Department of Education of the Faculty of Education within the pedagogical-
psychological module. This module reflects some theoretical background and conceptual
dilemmas of teacher education about which I publish theoretical studies in academic
journals (Lojdova, 2016a; Lojdova, 2016b; Kratochvilova & Lojdova; 2019).

In 2012, a process began at the Faculty of Education of Masaryk University (FoE
MU) for a comprehensive change in the module of pedagogical and psychological education,
which took effect on September 2016. In the paper published in the journal Pedagogika
we describe the theoretical basis of the reform of the curriculum of the pedagogical-
psychological module, the dilemmas of the reform and the principles of the quality of
teaching defined by us (Kratochvilova & Lojdova, 2019). We can summarise the
theoretical bases of this reform under the learner-centred approach. This approach opposes
the transmissive model of instruction (Tangney, 2014) and transforms the expert role of
the teacher from “content holding” towards the facilitation of the learning process. In the
learning process, students take an active role and assume responsibility for that process
(Blumberg, 2008; Kayler, 2009; Deakin et al., 2007). Overall, we can agree with
Svojanovsky (2017) that this is a change in the paradigm of teacher education. The main
source is pedagogical constructivism, where the student is considered as the main actor of
professional development and the (co)creator of their professional identity. The role of
university teachers mainly consists of supporting students in the individualised process of
“becoming a teacher” using reflection (cf. Korthagen, 2011; Nehyba et al., 2014; Nehyba
& Lazarova, et al. 2014; Svojanovsky; 2017; 2018). The constructivist model of education
helps transform the culture of teaching and learning, which Janik (2013) refers to as
productive (as opposed to receptive), which is also proven by research (Hattie, 2008).
Constructivism plays a double role here: the means of teacher education and the target
category that future teachers should fulfil in their profession. In our role of university

teachers, as facilitators of education and experience and a reflection-based “"mode of
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learning”, we lead students to adopt constructivist principles for their future teaching
practice. Based on this, it is not possible to completely separate a student teacher from
the curriculum of pedagogical and psychological education because both overlap in that to
a certain extent, the student’s personality “becomes the curriculum” (cf. Conelly and
Clandidin, 1988; LukasSova-Kantorkova, 2003; Rogers, 1998). Our bases also include
academic curricula characterised by cognitive demand, development of critical thinking and
the skills of text interpretation. We do not understand the academic curriculum as being in
opposition to the personality-development curriculum but as part of strengthening it.
Defence of the academic curriculum, for example, by Liessmann (2008; 2015) and
reflections on the Humboldt ideal of education in the era of massification (étech, 2014;
Sima & Pabian, 2013) are a source of inspiration for us in the criticism of a personality-
development paradigm.

Based on these theories, we define the following principles of quality of university
instruction (for details see Kratochvilova & Lojdova, 2019):

1. The principle of creating a secure environment in the class
2. The principle of focus on achieving the set objective and on meaningful

instruction;
The principle of diversity in the use of teaching methods and forms;
The principle of interconnectedness of theory and practice;
The principle of leading students to accountability for their own learning;

The principle of instruction based on research, reflection and feedback;

N o v hsw

The principle of sharing experience from instruction and shared responsibility

for the quality of instruction.

The reform of the curriculum of the pedagogical and psychological module and
implementation of specific concepts in practice was influenced by the educational policy.
The deliberation over the transformation of the curriculum was interfered with by attempts
by the Ministry of Education, Youth and Sports to approve, in the context of the planned
career system for teachers, a three-grade teacher standard that would be based on the
professional competences of teachers and their gradation towards increasing the quality of
teachers’ work. For the FoE, it was pivotal to name the competences of the first career
grade, which were to be acquired especially during the studies preparing for the exercise
of the teaching profession and during the adaptation period. Two proposals were available
(National Institute for Further Education and faculties of education). The result was that it
was not possible to find a compromise between two fundamentally different concepts of a
career system (Janik, Spilkova, & PiSova, 2014; Spilkova, 2016), which brought, on the

one hand, insecurity into our work on the reform of the curriculum of the pedagogical and
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psychological module but, on the other hand, provided us with considerable freedom
(Kratochvilova & Lojdova, 2019).

However, our concept of curriculum does not place the emphasis only on the
individual but also on the collective dimension of the professional development of future
teachers (cf. Stech, 1994, p. 313), especially their active role in society. The theoretical
basis in this macrosocial perspective of teacher and schooling is especially critical
pedagogy (Lojdova, 2016b). The centre of critical pedagogy is the relationship between
knowledge and power in the present, which critical pedagogists refer to as the era of
neoliberalism?!3. Neoliberalism is a specific economic discourse that has, according to some
authors, become the dominant form of economic relations in the world. It is characterised
by an interconnection between the political and the economic (Kas¢ak & Pupala, 2011).
While in German-speaking countries, the critics of neoliberalism mostly address the
curriculum (cf. Liessmann, 2008), whereas in English-speaking countries they focus on the
broader social context of neoliberalism (cf. Giroux, 2004). Giroux (2012) criticises
neoliberalism as a system reproducing inequalities because it does not contain moral
responsibility but is only aimed at material benefits and power. According to critical
pedagogists, the era of neoliberalism requires reflective instruments to analyse the
relationship between power and a subordinate cultural and social status. Its revolutionary
touch and its political radicalism may make it controversial. Due to its reflective character
and problem approach, critical pedagogy, however, may contribute to a broader debate
about education. Critical pedagogy directs our attention to the microsocial and macrosocial
context of education. In the microsocial context, it offers a reflection on the status of pupils
or students in the hierarchy of the educational system in connection with their racial, class
or gender characteristics. From the macrosocial view, it points out the relations between
education and the socio-political situation. It names the potential risks of the
transformation of schools under neoliberal politics. Specifically, critical pedagogy can take
the form of instruction supporting critical thinking (Breunig, 2005). Critical thinking is
emphasized as a necessity for participation in a democratic community (McLaren &
Kincheloe, 2007), which can be thought of both by school and society.

Although the FoE MU certainly cannot be considered to be a neoliberal university!*

(Lojdova, 2016b), some critical pedagogy considerations can be applied to it.

13 Neoliberalism in this paper is mainly defined by critical pedagogists, i. e. critics of this concept. In education,
neoliberalism is mostly referred to from a critical perspective, which is why a specific discourse has been created
around neoliberalism in pedagogy (cf. Kas¢ak & Pupala, 2012; Stech, 2007). It is important to emphasise the
difference in the American context from the Czech one (cf. Giroux 2012).

14 We can define neoliberal university as a business organisation oriented to its interests, which offers research
and education to paying clients. In such conditions, academics are bound by managerial procedures and their
research and instruction must be measurably useful for the university. Students are then in the role of consumers
and can give their opinions on the level of the educational service they receive (Hadley, 2015, p. 6). Cf. this
concept of education with constructivist oriented teacher education and research-based education.
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Neoliberalism brings the criterion of measurability, effectiveness and quantity to the
university environment as a link to all the aforementioned. Ball (2012) calls this a
performativity mode, which he believes can be found at all levels of education nowadays:
“In the performativity mode, experience is nothing but productivity is everything - more
publications, more research grants, more students.” Mountz et al. (2015) talk about the
acceleration of time in which academics are forced to produce more and more outcomes.
What is meant by such outcomes is the instruction of large groups of students, acquisition
of grants that will bring financial resources to the university, and participation in
autonomous bodies of the university. This performativity can be seen in two pivotal
components of academic work - in research (science) and instruction (university
curriculum). A number of authors claim that the area of research is superior to instruction
(cf. Barnett, 2003; Sima & Pabian, 2013). However, in my view, the core of academic work
is a combination of both these areas; therefore, we will further look at the relationship
between research and instruction in teacher education.

The topic of research and instruction assumes a specific meaning at faculties of
education that prepare students for a state-regulated profession, not an academic career
(cf. Kansanen, 2011). In our experience, student teachers often expect faculties of
education to provide them with clear and unchangeable instructions on how to solve
pedagogical situations. They expect to obtain knowledge that can be applied regardless of
the specifics of the actors and situations and, more importantly, without any deeper insight
into the situation. Such recommendations and methodologies are sometimes necessary
and functional although the essence of teacher education does not consist in “instant
knowledge”. That alone does not lead to an autonomous exercise of the profession. Instant
knowledge can even be risky when not accompanied by the understanding of the
microsocial and macrosocial aspects of school education and the skills to decode and
analyse them (Lojdova, 2016a).

In my conceptual paper (Lojdova, 2016a), I change my view of research. In
particular, I see qualitative research as something useful in the daily work of a teacher.
What else is the teaching profession than working with data of a predominantly qualitative
nature? The paper represents the concept of research-based teacher education.

In particular, I develop an approach in which students conduct their own qualitative
research to understand how knowledge is constructed (Norton, 2009), but also to develop
skills for practice: argumentation, decision making, and justification of solving pedagogical
problems (Kansanen, 2014). In this way, I led a research team of four students focused
on researching teacher-pupil interaction (Svec et al., 2016).

Research-based teacher education brings into teacher education the development
of thinking according to the research criteria, not only for science but for everyday decision-

making in teaching practice.
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The teaching profession has been undergoing the process of professionalisation and
has reached a stage that Hargreaves called the post-professional stage (with a question
mark). By doing this, he wanted to draw attention to the highly deprofessionalising effect
of steps taken by the educational policy such as mass testing, application of elements of
the corporate sector inspired by the market and the application of elements of the
performance management system” (PiSova et al., 2011, p. 40). I discuss the research-
based teacher education concept at faculties of education as one of the means to help
us understand and subsequently withstand deprofessionalising pressures (including
neoliberal ones) (Lojdova, 2016a).

In addition to the various aspects of student teacher engagement in research, the
concept of research-based teacher education also includes my engagement in research. I
consider the researcher's identity to be necessary for my university teacher identity (cf.
universal professional identity, Sedova, Svaficek, Sedlac¢kova et al., 2016). Therefore, in
teams or individually I have carried out research on the phenomena defined in chapter 2.1.

The methodology of their investigation is shown in the following chapter.
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B. METHODOLOGY
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3. Research methodology

The results that are presented are mostly from CSF projects based on a mixed-methods
research design. In both projects, we focused on student teachers doing their practice,
i.e., on their beginnings of socialisation into the class; in the first project in terms of power,
and in the second one, in terms of classroom management. Moreover, I conducted
qualitatively oriented research studies using narrative-oriented research, critical discourse
analysis, interpretative phenomenological analysis (IPA) and open coding. I also dealt with
the methodology of pedagogical research as one of the editors of a monothematic issue of
Pedagogicka orientace titled Methodologies and methods in education (Knecht, Lojdova,
& Majercikova, 2016).

3.1 Mixed-methods research

Creswell (2015) defines mixed-methods research as an approach to research on social and
other sciences where the researcher collects two types of data—quantitative and
qualitative—and integrates them and interprets the results based on a combination of
strengths of both data sets/findings to understand the research problem. Mixed-methods
research in this approach only refers to a type of research in which a combination of
quantitative and qualitative data leads to a better understanding of the research problem
rather than to what only one of these types of data would otherwise lead. Therefore, this
means that a mere collection of qualitative and quantitative data cannot be considered as
mixed-methods research if the results are not integrated (Vickova & Lojdova, 2016). In
mixed-methods design, all its components (research question, goal, theory, methods of
data collection and analysis) form an interacting whole. I will illustrate selected
characteristics of the interconnection of quantitative and qualitative data in a research
report on our research into power in the classroom (for details with examples of data,
see Vickova & Lojdova, 2016).
« The revelation of another dimension of a phenomenon (elaboration of the

findings)

Qualitative findings may deepen quantitative ones and vice versa. This can reveal

another dimension of the phenomenon examined. Quantitative findings are usually

strengthened by qualitative ones, but the opposite situation is also possible.

« Comparison and supplementation of perspectives of actors (comparison of
findings)
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Qualitative data about each basis of power were supplemented by quantitative data
from items regarding the particular basis in the teacher power basis questionnaire
for pupils. Therefore, we can consider whether the statements by various actors
(student teachers and pupils) obtained using different methods (interviews, diaries,
observation/video recordings or questionnaires) are consistent or inconsistent.

« The revelation of nuances in findings (differentiation of findings)
Quantitative and qualitative findings may increase the researcher’s theoretical
sensitivity in relation to a given phenomenon by revealing the nuances of that
phenomenon. The qualitative approach can reveal nuances in a selected student
teacher in relation to various situations while quantitative research captures
nuances among student teachers mutually defined in the questionnaire as they are
reflected by pupils.

The following methodological subchapters will present the form of mixed-methods research

in the implemented CSF projects.

3.1.1 Mixed-methods research on the power in the classroom

The research on power in the classroom was conducted in a mixed-methods research
design. The dominant status (Creswell, 1995) in our research is qualitative inquiry, which
is focused on observation of student teachers in the classroom, interviews with student
teachers and an analysis of their teaching diary records. The objective of a complementary,
nested (Miller & Crabtree, 1994; Creswell & Plano Clark, 2007) quantitative inquiry was to
obtain data from pupils on their reflection of student teachers’ power bases. For this we
used the questionnaire of the power base of the teacher, which we adapted to the Czech
environment. This was a Teacher Power Scale (TPUS) by Schrodt, Witt, and Turman (2007)
based on the typology of the relational power of Frenche and Raven (1959): coercive,
reward, legitimate, expert and reference power bases (VIickova et al., 2014).

The research sample consisted of eight student teachers and pupils of eight classes
(130 pupils completed a questionnaire on the power bases of a student teacher). In
addition, we collected contextual data from 96 student teachers of FOE MU on teaching
practice and their 1686 pupils in the lower secondary education. The methods of data

collection and analysis are described in detail in a monograph (Vickova et al., 2014).
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3.1.2 Mixed-methods research on classroom management

The purpose of the research was to describe classroom management of student teachers
from the FoE MU during their first long-term continuous practice and of experienced
teachers (their accompanying teachers) in teaching at lower secondary school. In terms of
research methodology, our research could further contribute to demonstrations of
applications of mixed-methods research in education. Qualitative research again
dominated based on the observation of instruction by student teachers and their
accompanying teachers and on interviews about classroom management with them. We
also provide an adaptation of the Behavioural and Instructional Management Scale (Martin
& Sass, 2010) to Czech conditions (VI¢kova, Kvéton, Jezek, Mares, & Lojdova, 2019)
and validation of the scale of need of cognitive closure!> (Sirlicek, Tapal, & Linhartova,
2014; SirGéek & Jezek, 2015, Roets & Van Hiel, 2011) on a sample of teachers and student
teachers. The methods of data collection are described in detail in our monograph
(VIckova et al., 2019) and a methodological study (VIickova, Kvéton, Jezek, Mares,
& Lojdova, 2019).

The research sample consisted of six student teachers at the Faculty of Education
and six accompanying teachers supervising the six students in teaching practice. Pupils
were examined by observing the teaching of a student teacher and a teacher (mentor).

Also in this project, we have included a wider contextual questionnaire survey,
which students of FOE MU teaching staff and their accompanying primary school teachers
took part in. 231 students and an equal number of their accompanying teachers filled in
the Behaviour and Instructional Management Scale (BIMS) and Need for Cognitive Closure
Scale (NFCS-15-C2Z).

In addition, I collected and analysed other qualitative data extending these two

main topics theoretically and methodologically.

3.2 Narrative research

A wave of narrative analyses has arisen in social sciences in the last forty years (Rutten &
Soetaert, 2013). Educational sciences have not been left behind. Narrative biography and
narrative research have been used there since the turn of the 1980s and the 1990s, but it
is not a dominant methodological approach. Narrative research involves two different

methodological approaches. In the research conducted, I used narrative biography oriented

15 The need for cognitive closure was used as one of the personality characteristics determining classroom
management. According to Kruglanski (1990), people with higher levels of cognitive closeness tend to avoid
uncertainty in a particular situation, thereby actually focusing on known and predictable situations.
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towards constituent life events (Lojdova, 2016c; 2015a) and narrative-oriented research
(Lojdova, 2020a).

3.2.1 Narrative biography

The research using narrative biography addressed a hidden curriculum that student
teachers encountered during their primary and secondary education (Lojdova, 2015a).
Examination of a hidden curriculum is methodically difficult by its very nature because it is
easier to examine something that is evident (e.g., directly observable) rather than
something hidden. The paradox of the “revelation of the unseen” is partly addressed by
Portelli’'s (1993, p. 347) thesis in that: "The exploration of the hidden curriculum is not
only focused on what is hidden, but should be directed to the question for whom it is
hidden". What can be consciously or unconsciously hidden to a teacher may be, on the
contrary, apparent for a pupil. The data corpus of my research consisted of 88 stories by
student teachers about their negative experiences with primary or secondary school. A
hidden curriculum includes positive as well as negative phenomena. The focus on negative
phenomena helped target the narrative and to generate stories that contain a particular
controversy. This was driven, among other things, by an assumption that negative
experience corresponds to hidden curriculum in that it is not invoked deliberately at school
- unlike positive experience, which is the intention of the formal curriculum. I also relied
on the fact that a hidden curriculum may be in conflict with the formal curriculum and also
with the students’ values (Hafferty & O'Donnell, 2015). It should be noted that the division
of phenomena into positive and negative ones is inaccurate, as a number of instances of
negative experience also created positive effects and vice versa.

Narrative biography in my research was not used in the form of a life story as a
whole (cf. Svaricek, 2009) but to capture moments from the school environment that
respondents understand as significant (cf. Makovska, 2011). The data was analysed
inductively. The text was segmented, using open coding, into sub-phenomena, which were
further integrated into higher units and relations were searched for among these (cf.
Gavora, 2001).

This is also associated with the form of the data collected, which is not an objective
image of reality but a subjective perception by the pupil. The story reveals the arrangement
of reality and also influences reality using words. As Cermak (2002) states, a story is the
bearer of interpretation, often tacit, invisible; therefore, it is a fact as well as an
interpretation. An individual constructs past events and behaviours in personal narrative
units to show a certain identity and the way and result of making their life. Cermak (2002)
further adds that a story is a good metaphor not only for general meditations about an

individual but also for research. In his view, narrativity is the main mode of human
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knowledge although science has not yet fully absorbed this fact. Yet numerous problems
are associated with narrative. These include, in particular, the issue of understanding (cf.
Gadamer & Mik, 2010) and unreliability. Kubi¢ek (2007, p. 172) defines unreliability as a
functional conscious, purposeful and deliberate distortion or insufficient information about
a story, its events and characters. This is a narrative strategy Kubicek (2007) identifies at
two levels: at the level of the story (unreliable narrator) and at the level of the narrative
(unreliable narrative). In the context of literary science, recognition of unreliability depends
on the skills of the reader; in the context of social sciences, it depends on the researcher
and, where applicable, on the readers of a research report. This character of data does not
degrade their significance in any way because the pupil perspective retains what pupils

take away from school (the curriculum achieved).

3.2.2 Thematic narrative analysis

Thematic narrative analysis was used in research on pupil nonconformity at school
(Lojdova, 2016¢). I collected stories of student teachers on the topic, “The biggest
trouble I got into at school”. The instructions regarding the story indicate a violation of
school norms and thus lead to stories about nonconformity. At the same time, the
instructions limit the reality of pupil nonconformity, for example, by implying negative
deviations from norms. Nonconformity can equally apply to positive deviations, which is
not where the instructions regarding the story are directed. The purpose of this research
was to describe the forms of pupil nonconformity at school. Due to our background in pre-
service teacher education, we believe that student teachers’ own experience with
nonconformity at school from the time of their compulsory schooling influence how they
approach education and can be used in professional prerparation for the role of teacher.

The methodological approach was narrative analysis where the object of research
is the story itself (Riessman, 1993). As Riessman (2008) states, a number of different
approaches in terms of the type of data processed, theoretical perspective, epistemological
position, the research question and even the definition of the narrative are hidden under
thematic narrative analysis. The essence of thematic narrative analysis is to work with
narrative data in which the main purpose is to determine “what is said” rather than “how”,
“to whom” or “for what purpose” it is said. Holstein and Gubrium (2012) state that this
approach leads the researcher to investigate the core significance of narratives. Thematic
narrative analysis is very close to open coding (cf. Charmaz, 2006; Corbin & Strauss, 2008)
but while in open coding we code data segments, in the thematic narrative analysis we
code stories (although their boundaries are difficult to capture and highly interpretative).
The size of the coded segments can vary in open coding (word-by-word, line-by-line, and

incident-by-incident coding) but in thematic narrative analysis, coding is case-centred. This
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analysis may generate case studies of individuals and groups and various typologies
(Riessman, 2008). In the analysis of pupil nonconformity, I focused on the cases described

in the narratives of student teachers.

3.2.3 Narrative-oriented research

Narrative-oriented research was used in my analysis of stories of drunkenness in emerging
adulthood. It is a development period applicable to student teachers. Stories of
drunkenness represent an interpretation of nonconformity and are related to the
pathological phenomena that the author has long dealt with in academic research. I was
attracted by this topic and the methodological procedure of NOI, which I wanted to try on
it. The results were published in Narrative Inquiry (Lojdova, 2020).

Existing research into alcohol consumption has focused, in particular, on the content
of drinking stories: themes of nakedness and exposure, urinating, vomiting, and/or sexual
activity in the context of competitive drinking games (Workman, 2001) or drinking at
festivals, dance parties and holidays (Fjeer & Tutenges, 2017; Tutenges & Sandberg,
2013). In terms of discourse, in Workman’s (2001) ethnographic study of fraternity
drinking stories amongst US college students, drunkenness was narratively constituted as
a form of risk-taking in adventure stories; as entertainment (for others) in comic stories;
and as a means of exploring physical limits. Drinking identity was explored in relation to
gender (Cullen, 2010; 2011; Delucchi, Matz, & Weisner, 2008; Griffin et al., 2013; Hensing
& Spak, 2009), minorities (Allem et al., 2016), college students’ identity (Vander Ven,
2011; Workman, 2001; Tan, 2012; Radomski, Read, & Bowker, 2015), online identities
(Rodriguez, Litt, & Neighbors, 2016), or as a marker of age identity (Bakken, Sandgy, &
Sandberg, 2017), e. g. to destroy former identity as children (Tutenges & Rod, 2009).
Previous research shows alcohol consumption as highly classed, racialized and gendered
(cf. Griffin et al., 2013).

My study addresses the following research questions: (1) What are the contents of
the drinking stories of emerging adults? (2) How is the meaning of alcohol consumption in
emerging adulthood (re)constructed in narrative statements? (3) What do drinking stories

say about their narrators?
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(3) What do drinking stories
say about their narrators?

(2) How is the
meaning of alcohol

(1) What are consumpt_ion in
the contents emerging
of the drinking adulthood
stories of (re)constructed in

emerging narrative
adults? statements?

Figure 1. Relationship of research questions to the individual areas of NOI. (Lojdova,
2020)

The methodological approach was a narrative analysis which takes as its object of
investigation the story itself (Riessman, 1993). As Riessman (2008) mentions, this term
encompasses a wide range of approaches that differ in data types, theoretical perspectives,
epistemological positions, research questions, and even definitions of narrative. Narrative
oriented inquiry (NOI) according to Hiles and Cermak (2008) was selected as the
methodological approach. At the heart of this approach lies the relationship between the
story that is being told (fabula), the re-telling (sjuzet) of that story, and an inevitably
obscured person who is the teller (identity position). Story (as fabula) is the what in a
narrative that is depicted, and discourse (as sjuzet) is the how (Chatman, 1978, p. 19),
see research questions 1 and 2. Figure 1 shows the relationship of the research questions
to the individual areas of NOI.

NOI firstly requires a basic coding stage of data analysis, followed by a wide
selection of further data analysis perspectives (Hiles & Cermak, 2008). It is abductive,
which means that in coding narrative data a wide range of existing psychological, linguistic,
discursive, and narrative constructs are drawn into the analysis (Reichertz, 2007). The
process of analysis in narrative-oriented research starts with a rereading of the text
analysed with the aim to create an initial idea about the story being analysed. The first
stage included open coding focused on segments in the stories and the second stage of
open coding focused on stories as units (cf. Charmaz, 2014). A preliminary analysis of
fabula and sjuzet was conducted (Cermék, Hiles & Chrz, 2009; Hiles & Cermak, 2008).
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Furthermore, similarities and differences among the analysed stories in terms of general
structure, content and discourse were repeatedly found.

This approach represents narrative analysis as a significant shift from a text-
oriented to practice oriented paradigm (towards social functions that they accomplish and
the variety of social practices in which they are embedded) (De Finna & Perrino, 2017).
Inspired by Bamberg (1997), Georgakopoulou (2013) and Deppermann (2013), this
analysis is mainly interested in how people collaboratively and performatively construct
positions in interaction in emerging adulthood through drinking stories.

The research conducted has a number of limits in the method of assignment (write
a drinking story of yours), gradual construction of the research sample (self-selection) and
the researcher, who was a teacher in relation to the part of participants. Participants may
sometimes choose to display identity relevance and sometimes not (Deppermann, 2013),
and narrative identity is not much more than a postulate, which is hard to relate to any
specific discursive activity of a person said to have this identity (Deppermann, 2013b).
Being aware of these limits I managed to collect in-depth data suitable for NOI and to re-
interpret content, discourse and identities in relation to drinking stories in the Czech
context (Lojdova, 2020).

3.3 Critical discourse analysis and interpretive phenomenological
analysis

Critical discourse analysis and interpretative phenomenological analysis (IPA) were used
in my research on the socialisation of student teachers doing their teaching practice into
the discursive community of the classroom, which is mainly shaped by the accompanying
teacher who usually teaches in that class (Lojdova, 2019).

The research question was: how are the interpretative repertoires of classroom
management of student teachers and cooperating teachers put into the practice?

In order to find out the student teacher’'s and the cooperating teacher’s
interpretative repertoires of classroom management and the fulfiiment of the elements of
these interpretative repertoires in their teaching, two research methods were employed:
IPA and critical discourse analysis'®. Such endeavour aims to disclose conceptions of
classroom management (phenomenology) as well as performance of classroom
management in practice (critical discourse analysis). Phenomenology and discourse

analysis are products of different intellectual traditions; however, their coevolution in the

16 Critical classroom discourse analysis (CCDA) can also be found in education (cf. Kumaravadivel, 1999). In this
paper I use the terms critical discourse analysis (CDA) and critical classroom discourse analysis (CCDA)
synonymously.
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history means that the boundaries between them are porous. Phenomenologists ask
questions about lived experiences while discourse analysts explore how knowledge,
meaning, identities, and are negotiated and constructed through language-in-use (Starks
& Brown Trinidad, 2007). Phenomenology was used to describe interpretative repertoires
used to construct different versions of events (Smith & Osborn, 2015), and self (Potter &
Wetherell, 1995). In the context of this study I speak about the interpretative repertoires
of classroom management and look at how these are connected to teaching. Interpretative
repertoires are context-specific, locally produced discourses (Potter & Wetherell, 1987).
Critical classroom discourse analysis (CCDA) takes place here in order to discover
classroom discourse patterns in relationship to interpretative repertoires. CCDA focuses on
discourse patterns that might represent something beyond the words, and labels data with
codes and chunk codes into broader themes (Bloome et al., 2004). Within CCDA “critical”
emphasises issues of context, influence, and how power, dominance and inequality are
expressed, enacted and reproduced in discourse (Brooks, 2016). The role of language as
a tool in creating and negotiating everyday life is taken into account (Bloome et al., 2004).

The use of a mixture of methods can help to explore a phenomenon from a number
of angles, so long as such methods are based on a common methodological perspective
that allows them to complement each other and to compensate for each other's limitations
(Johnson, & Mercer, 2019). However, phenomenology and discourse analysis are rather
complementary to each other (Martinez-Avila & Smiraglia, 2013). In this study, theoretical
and methodological approaches enable complex relationships to be disclosed as people
produce discourses (interpretative repertoires), and to see how these discourses also shape
people’s actions (Hardy & Thomas, 2014).

Firstly, the analysis of interpretative repertoires in the interview data was
based on IPA techniques (Parker, 2002; Potter & Wetherell, 1995; Smith & Osorn, 2015),
namely three-dimensional data encoding: descriptive, linguistic, and conceptual. In the
first phase, descriptive remarks were made when reading the interviews repeatedly. The
second encoding phase focused on the linguistic strategies that speakers use to
communicate in an indirect or a nonliteral way (hints, association cues, understatements,
overstatements or hyperbole, tautologies, irony, metaphor, euphemisms, proverbs,
vagueness) (Cazden & Beck, 2004). Special attention was paid to pronouns. Pronouns can
identify how a person locates him- or herself within a situation or towards an object (Weller,
2018). In the conceptual phase of data analysis, conceptual categories were created from
codes and notes. These conceptual categories became the core of the interpretative
repertoires (capitalized in the text).

Secondly, CCDA focused on how interpretative repertoires of classroom
management are performed in practice via video recordings and their transcripts. The

encoding phase repetitively focused on authoritative roles (i.e. who is in charge) and
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knowledge ownership (i.e. who seemed to “know” at any given time) through patterns of
talk (i.e. who took control of the conversational floor, and when) (cf. Brooks, 2016). This
approach enables allowed patterns of participation in the classroom to be identified
(Kumaravadivelu, 1999) and thus patterns of teacher-centred and learner-centred
discourse.

While the IPA contributes to the knowledge of individual experience, the CCDA
allows for a description of discursive teaching practices. These two approaches were linked
with the constant comparison and analytical induction method (Boeije, 2009; Powell, 2006)
for comparing the codes from the conversations with the video transcription codes and for
comparing data from the student teacher and her cooperating teacher. This approach was

employed as it best captures discursive practices in interviews and classroom practice

3.4 Inductive and deductive coding

Analytical techniques of inductive and deductive coding were used, for example, in our
analysis of power bases in the classroom (Lojdova & Lukas, 2015; Lojdova, 2014a)
and inductive coding was used in the role characteristics of classroom management by a
student teacher and her accompanying teacher (Lojdova, 2019a), the relationship of the
student teacher with the pupils (Lojdova, 2016d), but also in the previous research of
the educational activity of the subculture of freegans in public spaces (Lojdova, 2014;
Lojdova 2020b). In the research of power bases, researchers from the research team
agreed on the form of analysis and subsequently the transcripts of video recordings were
coded with respect to identifiable manifestations of power bases. Thematic coding took
place according to predetermined criteria (deductive approach on a theoretical basis),
which was, however, also accompanied by open coding at the same time (inductive
approach on an empirical basis). In my research, I have devoted myself to legitimate and
coercive power. Thematic coding enabled us to identify sequences of coercive power and
the constituent characteristics and possible interpretations arising from these through open

coding.
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C. RESEARCH RESULTS
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4. Main research results: Student teachers in the
community in the school

The aforementioned microsocial aspects of school education were examined in student
teachers at the FoE MU, especially during their teaching practice in the follow-up master
studies. This chapter briefly summarises the main results of our research studies and refers
to the relevant studies in which they are discussed.

As regards power bases, we were surprised by the results of the perception of
power by pupils of student teachers doing their practice (VIckova et al., 2015). The most
reflected power in student teachers doing their practice is the use of expert power, followed
by reward and referent power, and the least reflected one is legitimate/coercive power

(see figure 2).

5
4 L
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Petra Alice Radek Milena Karle Lenka Véra Zdenz FE MU
students
(2014)

== egitimate/coercive power =ill=Reward power

Expert power === Referent power

Note. The connecting lines in the graph do not indicate a trend, as they the data are not
continuous, but they only simplify orientation in the results for the specific power base to
the reader. The axis y presents an average level of power bases use by the student
teachers on the response scale from 1 to 5 (5 - I completely agree).

Figure 2. Comparison of averages of application of the power base in our sample of eight
student teachers and a wider sample of students of the Faculty of Education (Vickova et
al., 2014).

Student teachers, at the very beginning of their career, are surprisingly considered

experts by the pupils although they do not perceive themselves as such. In contrast, the
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weakest power in student teachers appears to be legitimate and coercive power. This
finding encourages a qualitative examination of these bases of power, which I took on in
the project team of the CSF project. Students doing their practice mentioned a deficit in
aspects fulfilling legitimate power such as a fixed place in the structure of the school
institution, completed formal education or long-term cooperation with pupils. Therefore,
the manner of attributing legitimate power to a student teacher by the accompanying
teacher and the form of their cooperation is important. I described three types of
cooperation between a student and their accompanying teacher based on the distribution
of legitimate power (Lojdova, 2014a; Lojdova, 2016d). The role of a student teacher
with a high degree of autonomy is the role of a partner whose complementary
role of the accompanying teacher is also represented by a partner whose degree of
control is relatively low. The accompanying teacher is usually present in the classroom and
“covers the student’s back”, they may directly intervene, in the case of the occurrence of
a problematic situation. The student’s autonomy is weakened in such a situation. This role
of the student teacher may be designated as the role of the drowning, and the
complementary role of the accompanying teacher as the role of the rescuer. In the third
type of complementary roles, the student teacher is designated as someone who has
“committed a transgression”. The accompanying teacher then plays the role of the
inspector in relation to the student teacher. The accompanying teacher may even
temporarily remove legitimate power from the student through their intervention and
become the executor of the power themselves. Moreover, in the case of coercive power,
we referred to a typology of coercive power of the examined student teachers doing their
practice (Lojdova & Lukas, 2015; Lukas & Lojdova, 2014). We based this on the
division of power into coercive verbal and nonverbal, direct and indirect (aimed at a pupil
and aimed at the class), where basic types of coercive power arise that form a combination
of these criteria. A relatively typical manifestation of coercive power is the use of the IRE
structure of communication. We describe the shortcomings in mastering the IRE structure
by a student teacher using gradation of coercive power and resignation on coercive power,
which represent two extreme poles of coercive power of the teacher. Coercive and
legitimate power is closely interconnected with the social role of a student teacher doing
their practice.

The importance of the social role of a practising student teacher arose already in
the first research of diaries from the practice of student teachers (Lojdova, 2014c).
Students doing their practice are in a quasi-role: they play the role of the controlled as
they are subject to control by the accompanying teacher (and, in turn, the university
teacher) as well as the role of the controlling when they become teachers of pupils at
school. In doing their practice, they only borrow the role of a teacher and together with it

they also borrow control symbols, rituals and mechanisms. The controlling role of the
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teacher can be related to the macrosocial and microsocial level. The perception of the
macrosocial level of the control role of the teaching profession is not significant in students.
At the beginning of their practice, students do not reflect that they should be
representatives of the social system and its norms nor do they perceive the dilemma of
whether to support this system or not. Conversely, students’ reflections include the
importance and degree of social control in the microsocial environment of the school
(Lojdova, 2016c). This is especially materialised as written norms, for example, the
school rules. However, unwritten norms are much more important in school reality, and it
is often more difficult for a student doing their practice to uncover them. These norms
largely constitute a hidden curriculum, which the students already experienced in their
pupil role (Lojdova, 2015a).

My research on a hidden curriculum (Lojdova, 2015a) brought its typology
according to the criterion for the hierarchy of the positions of school actors among whom
the hidden curriculum is shaped. It captures the hidden curriculum in the relationship
between pupils and representatives of the school institution (hierarchical, vertical hidden
curriculum) and the hidden curriculum related to the socialisation of pupils in the peer
group at school (non-hierarchical, horizontal hidden curriculum). The experience with the
hidden curriculum is, therefore, significant for all pupils although it can appear crucial for
student teachers. The development of a teacher’s professional identity is influenced, among
other things, by their ideas of teaching that are connected with their own experience in the
role of a pupil and also with the image of teachers whom student teachers had met during
their schooling. Using the narratives about the hidden curriculum, students made explicit
the part of their “personal curriculum” i.e. the part of their knowledge and future ideas
about the teaching profession (Kitchen et al., 2011, p. 5). Conelly and Clandinin (1988)
claim that this personal experience determines the planning and exercise of the formal
curriculum. Therefore, they conclude that future teachers must study themselves. Based
on this research experience, it is therefore recommended to work with students’ narratives
in pregradual teacher education. An example is my use of narratives in three steps. In the
first step, narration of a negative story from one’s school years empowered students to
criticise the institution they would become a part of. They often defined themselves in
opposition to teachers from their stories and justified their career choice with this
opposition against them. But no story is black and white and the hypothetical retelling of
stories from the role of the teacher in the second step then opened up perspectives to
some students they had not yet thought about. The story itself became a bridge from the
pupil role to the teacher role based on a subjectively significant experience. In the third
step, students compared the perspectives of pupils and of the teacher. Work with

narratives helps confront the perception of a situation by various actors of social reality
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and develops reflective thinking. Writing one’s own stories and reflecting on them is,
therefore, a specific mode of learning in pre-service teacher education.

If we focus on the society-wide norms reflected in life at school, these are especially
legal, moral and aesthetic norms (Lojdova, 2016c). An example of penetration of these
norms into school is my research on pupil nonconformity (Lojdova, 2016c¢). It
provided, for example, the topic of wearing sweatpants to school (aesthetic norms of
dressing), which became the topic of the educational process as a violation of the unwritten

norms of the school:

At Christmas, we all got lots of presents. | got a beautiful pair of black sweatpants with four
white stripes on the sides. The first day of school after the Christmas holiday | decided to wear
them and show them to everybody. When | entered the school building, everybody stared in
disbelief at what I’d dared to wear to school. At the end of the day, we had a class with our
class teacher. In front of the whole class, she started lecturing us on how sweatpants aren’t
appropriate clothing for school. | was completely indignant, and | felt tears welling up in my

eyes. (Alena)

The existence of these norms is repeatedly reproduced, among other things, by
being violated and “talked about”. A violation of these norms at school is often
accompanied by a revelation, which names the violation of the norm, whereby it defines
and enforces such a norm in the school discourse. Therefore, at school, pupils socialise into
norms that can be characterised as society-wide, and student teachers on teaching practice
are often unconscious actors of this process. If norms are violated at school, such a
violation is often presented with a considerable degree of performative character. A
mechanism maintaining the normative order at school can be considered to be disciplinary
rituals, ritualisation of dailiness and regulation of movement in space and time that I
described in detail in the nonconformity research (Lojdova, 2016c). Therefore, student
teachers doing their practice socialise into the role of agents of social control, which one of
the students reflected in his teaching practice diary by saying, “I felt like a screw”
(Lojdova, 2014c). Social control creates a complex of controlling, controlled, including
those who enter resistance, which we can understand as part of power relations (cf.
Lojdova, 2016c)?'7.

The importance of the social role of a student teacher doing their practice is
especially manifested in the issue of classroom management (Lojdova, 2019a; 2019b;
2019c; Vickova et al. 2019). A student teacher comes to the class of the accompanying

teacher and to behavioural management and instructional management practices

17 social control cannot be seen as a negative phenomenon. It is part of all social systems (cf. Giroux, 2001).
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established and routinised by that teacher. The proportion of the potential understanding
of these two areas in the class of the accompanying teacher and their mastering by a
student teacher doing their practice differs.

In behavioural management, teachers use a variety of practices, many of which
are not available to the student teachers doing their practice due to the limited role of a
trainee. This especially includes regular communication with parents and a long-term
relationship with pupils, in the context of which proactive behaviour management is
shaped. Students also mention the limited character of their role of a trainee in the
relationship to the class rules in the sense that they are only visiting in the class of the
accompanying teacher. Some of the rules of behaviour management are difficult to grasp
for a student teacher because they are shaped outside the instructional process in the class
in the long term. Moreover, a number of rules of behavioural management are implicit and
therefore invisible to student teachers. This area is also very demanding for student
teachers due to time restriction of the practice and the limited role of a trainee. As a result
of the set-up of the trainee role, it is obvious that the proportion and quality of proactive
and reactive management are not balanced in students. The role and export-related deficit
in proactive behavioural management are often compensated by reactive behavioural
management (Lojdova, 2019c).

In comparison with behavioural management, a stronger point of a student teacher
seems to be the area of classroom management. It is an area where students feel better
prepared from their university education. It is also typical of student teachers that they
devote a lot of time to the preparation of instruction at primary schools, which contributes
to their comfort in relation to classroom management. Moreover, this area is easier to
name for the student and the teacher and they can thus better share it in the preparation
for teaching. In the area of classroom management, a student may also enrich the
accompanying teacher by mediating new methods and methodical procedures that the
student has learned at university. However, the teacher is more experienced overall in
classroom management and students face a lot of problems, some of which are associated
with the effort to apply constructivist elements of instruction, which are, however,
demanding (Lojdova, 2019c).

A deeper understanding of classroom management is enabled by the analysis of a
classroom as a discursive community (Lojdova, 2019a; Lojdova, 2019b). Although
a student teacher may be inclined towards more learner-centred classroom management
than their accompanying teacher, the student’s practice also reflects the accompanying
teacher’s concept of classroom management (which may be more teacher-centred).

My study captures the teaching practice of a student teacher in the context of her
accompanying teacher. For the student teacher, the concept of teacher, pupil, instruction

and learning and especially the responsibility for this process is closer to the /earner-
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centred approach than that of her accompanying teacher. Her concept of classroom
management includes a number of constructivist elements. The student teacher on
teaching practice is, however, in a discursive community of a class formed by the
cooperating teacher and institutional context. This discourse community is made up of
rituals, linguistic strategies, and teaching practices which influence the student teacher. A
typical example is the apology ritual, representing a stable pattern of behaviour which
attributes a broader meaning to a situation. The teacher-centred discourse can be
strengthened not only by the cooperating teacher, but especially by cultural codes and
discursive practice reproduced in schools as institutions. Student teachers often have a
clear idea of how they want to manage the class (linked to the learner-centred approach),
but they do not manage to apply it in practice, partly due to this institutional order, as the
research has revealed. Especially the rituals and teaching practices of the cooperating
teachers (and school institutions) appear to be rather rigid and difficult for the student
teacher to negotiate if they aim to transform the discourse of classroom management.
Some student teachers play a role “as change agents who can help to reconceptualize
instruction and its discourse. This kind of active role is taken by the student teacher in her
choice of discursive means, in which the student teacher frees herself relatively from the
discourse of the cooperating teacher, in particular by building a common discursive field
with the pupils, who she refers to as "we". However, the IRE structure is predominant in
the student teacher’s teaching, not only because of the cooperation teacher, but also
because IRE is “the default pattern of classroom discourse - doing what comes naturally”
by the nature of school as an institution (Cazden, 2001, p. 53). Changing this pattern of
classroom discourse, for the student teacher who is on teaching practice for only a short
period of time and who is evaluated by a cooperating teacher (Rozelle & Wilson, 2012), is
difficult. Thus, the question remains whether teaching practice, in addition to giving
student teachers experience, also serves to reproduce teacher-centerd discourse in
education (Lojdova, 2019a).

We also studied the specifics of the interaction of student teachers with pupils during
their practice as part of the specific research (MUNI/A/1317/2014). The author led a team
of four students who in their theses focused on the authority of the student teacher, gender
in the interaction of the student teacher with pupils, perception of pupil individuality by the
student, and the use of instructional methods by the student teacher (Svec et al., 2016).
That research revealed the important category of the relationship of the student
teacher with pupils (Lojdova, 2016d). Students in focus groups mentioned the
pedagogical relationship as an essential prerequisite for the exercise of the teaching
profession and they were more /earner-centred than subject-centred. Student teachers’
affection towards pupils is not individualised but is expressed towards pupils in general as

a social group. I interpret it as pedagogical love (Lojdova, 2016d). Pedagogical love

82



may be two-way. Pupils provided feedback on these student teachers and they expressed
individualised affection. Pupils want their teachers to know them and to accommodate their
individual needs. My research revealed a need for a strong emotional relationship between
teachers and pupils. This phenomenon is rather marginal in educational research and
rather hidden in students’ discourse. It was only revealed due to an image metaphor of
student teachers, where it became visible in the essential form of the heart but also with

images connected with the heart (see figure 3 and 4).
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Figure 3. Metaphor of experience with Figure 4. Metaphor of experience with

pupils of student teacher Kristyna pupils of student teacher Andrea

However, a positive relationship between teachers and pupils cannot always be
identified. Especially demanding for student teachers are manifestations of student
resistance (Lojdova, 2015b). Student teachers doing their practice encounter a variety
of forms and strengths of resistant behaviour from pupils. This resistant behaviour is
related to the students themselves and to the accompanying teachers. A typology of
resistant behaviour of pupils from passive to active resistance to aggressive behaviour has

been created (see figure 5).

83



Typology of pupil 's Power discourse
resistance
Didactic Regulative
low Passive The pupil ignores The pupil ignores the
learning content teacher
Active The pupil changes The pupil negotiates
Intensity learning content exceptions to the rules
of
resistance
Agressive The pupil attacks The pupil attacks teachers
learning content or school norms
high \/

Figure 5. Resistant behaviour of pupils in the classroom recorded by student teachers in
practice (Lojdova, 2015b).

All these forms of resistance take place in the didactic (in relation to the subject)
and regulative (in relation to the class rules) power discourse. Management of destructive
and constructive resistance of pupils is a difficult task for students doing their practice,
both in didactic and regulative discourse. In didactic discourse, students question their
expertise as a result of resistance. The struggle with pupil resistance in the regulative
discourse can even be the reason for a change in career. Both novice and experienced
teachers should look for factors that lead pupils to resistance and provide them with space
for critical reflection, based on which it can be transformed into an opportunity for learning
based on understanding the causes for resistance.

The research concerned mainly the normative world of pupils in the community at
school. But even a student teacher is part of different normative worlds, and they also
interpret, negotiate and transcend norms related to these worlds. This is shown in
particular by research into drinking stories in emerging adulthood, a developmental period
in which a student teacher is located (Lojdova, 2020a).

Emerging adulthood (ages 18 to 25) is characterized by changes in relationships,
education, work, and viewpoints on life (Arnett, 2004). It is a period in which social
milestones are reached and credentials attained in sequential order starting with the

acquisition of formal qualifications at school, followed by entrance into labour market,
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leaving the parental home, entering into marriage and starting a family (Harnett et all,
2000).

The research results on drinking stories of emerging adults reveal what the drinking
stories talk about, how drinking stories are told in terms of genre and what drinking stories
tell us about the identities of their narrators.

It can be said that drinking stories apply to individuals and their life paths (e.g.
attaining formal qualification) as well as recurrent periods in calendar years (e.g. calendar
year holidays). Emerging adults use them to highlight events of their life transition. How
the drinking stories are told determine their genre. I have described nonconformity stories,
friendship stories, and fun stories, which overlap to some extent. The genre of
nonconformity stories captures stepping out of social norms under the influence of alcohol
and is fairly common, also due to the fact that what makes the episode suitable for
storytelling is an unusual and inappropriate act that calls for narration (Tutenges &
Sandberg, 2013). Creation of a positive discourse prevails in nonconformity stories. This
means that nonconformity connected with drinking is depicted positively, as an adventure,
bravery or a pastime. Unlike Niland et al. (2013), I found that positive discourse prevails
when the narrator talks about themselves. Where a narrator mentions the drinking stories
of others, negative discourse also appears (e.g. shame). Positive discourse is also
represented in the genre of friendship stories. This is based on the prosocial aspect of
drinking stories. Alcohol consumption in these stories helps social objectives relevant to
emerging adults, mainly establishing and maintaining friendly relationships and acquiring
sexual or romantic partners. Fun stories describe practices under the influence of alcohol
reconstructed by the narrator in the story as fun. Drinking stories reproduce the
normativity of alcohol consumption, in particular, in relation to social interactions and
entertainment. Finally, drinking stories can be understood as a means of the
(re)construction of emerging adults’ identity. As this research shows, drinking stories are

mainly associated with group, gender and age identities.
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5. Conclusion

The community at school is made up of all actors in school life. I examined various
aspects of community in the school in the theoretical, methodological and school-political
contexts. However, I consider the most important empirical research to be in the often
undescribed microsocial context of school education.

In my research I have looked into the community at school through the eyes of
visitors — student teachers on teaching practice. With this lens I reveal some microsocial
phenomena that may remain hidden to the natives (teachers and pupils). At the same
time, however, I show that the process of becoming a teacher involves not only a didactic
dimension, but also a wide variety of social phenomena in the classroom. Understanding
these often hidden phenomena may help student teachers and their university teachers in
the demanding process of becoming a teacher.

The published studies have outlined a comprehensive process of socialisation of
student teachers into the microsocial environment of the classroom, including power
relations, pupil nonconformity and resistance and pedagogical love of student teachers for
pupils. These phenomena are reflected in the classroom management by student teachers
(in the area of behavioral management and instructional management, in which proactive
and reactive strategies were described) and especially in the shaping of the classroom
management discourse (/learner-centred, teacher-centred).

The research is based primarily on the regulative discourse of the classroom
(Bernstein, 1996), where it captures the microsocial world of the classroom. These
microsocial phenomena are closely related to the quality of teaching. According to Slavik
and Janik (2012, p. 279), “the quality of teaching is measured by the degree of pupils'
involvement in shaping the community of minds in the microcultural space of the
classroom.” In our research, we extend this community to student teachers, who are both
formed by the community in the school and who form this community as well.

Existing research into student teachers and novice teachers, has mainly explained
difficulties and obstacles faced by newcomers. The theme of reality shock, already
described in the 1980s by Veenman (1984), has become traditional, and can be
experienced in various forms by student teachers on teaching practice today. Its essence
is the collapse of ideals acquired during the university study, which occurs in contact with
the reality of school classes. Frequently reported problems of novice teachers (and student
teachers) that may be related to the shock of reality include coping with discipline or
classroom management (Dicke, Elling, Schmeck, & Leutner, 2015; Oral 2012). We have
framed this social dimension of the classroom with the concept of behavioral management,

which is mainly associated with building a positive classroom climate (Lukas & Lojdova,
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2018). The teacher uses a variety of practices in behavioral management, many of which
are not available to the studentteacher on teaching practice due to his limited role as a
trainee. It is especially regular communication with parents and long-term relationship with
pupils, within which proactive behavioral management is formed. In addition, a number of
behavior management rules applied in teaching are implicit and therefore invisible to
student teachers. Some classroom rules become visible only when they are violated, as
shown by research on pupil's nonconformity (Lojdova, 2016c) and hidden curriculum
(Lojdova, 2015a). It is not only for these reasons that behavioral management is
potentially difficult for student teachers. If a student teacher fails to prevent non-
cooperation of pupils by proactive strategies, he/she reaches for the reactive strategies. It
thus extends into a limited package of tools available to the teacher for this purpose. In
particular, however, the student teacher cannot experience the success of a teacher
working effectively with proactive strategies.

In contrast to a certain deficit view of student teacher on teaching practice, our
research also shows how a student teacher can enrich pupils and accompanying teachers.
It is especially the didactic area, for which student teachers prepare thoroughly, in which
they bring innovative ideas from the Faculty of Education, which are than often adopted
by the accompanying teacher. Teaching practice can thus have an unplanned effect of
innovating teaching of regular teachers at contemporary schools. The very presence of a
student teacher as a “second teacher” in the classroom encourages, for example, co-
teaching. However, enrichment of school reality by a student teacher is not only in the
didactic area, but also in the social area, although penetration into this area may be more
difficult for student teachers. According to Smith (2005, p. 54) some student teachers play
a role “as change agents who can help to reconceptualize instruction and its discourse”.
This kind of active role is taken by the student teacher in her choice of discursive means,
in which the student teacher relatively frees herself from the discourse of the cooperating
teacher, in particular by building a common discursive field with the pupils, who she refers
to as “we” (Lojdova, 2019a). Student teachers often have a clear idea of how they want to
manage the class (linked to the learner-centered approach), but they do not manage to
apply it in practice (Poom-Valickis & Lo6fstrém, 2018). In addition to the professional
development phase of student teachers, characterized by a lack of experience (cf. Wolff et
al., 2015), the reason for this is also institutional order as the research has revealed.
Especially the rituals and teaching practices of the accompanying teachers (and school
institutions) appear to be rather rigid and difficult for the student teacher to negotiate if
they aim to transform the discourse of classroom management. Although the conducted
research shows that teaching practice may be problematic in some aspects, I consider

teaching practice to be an indispensable part of pregradual teacher education.
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The professional preparation of students at the faculty can never faithfully simulate
the school environment (Lojdova, Lukas, & Kohoutek, 2014). Only in the teaching practice
in schools do student teachers acquire the first experience in negotiating a certain power
arrangement, which affects the course and results of teaching and affects all actors.
However, the power settings in the classes taught by student teachers are influenced by
the accompanying teacher and the institution of the school. It should be noted here that
the accompanying teachers of hundreds of students at our faculty are very different. Some
may represent a more traditional transmissive approach to teaching, which may be in
contradiction with the expectations of a student teacher prepared at the faculty rather for
a constructivist approach to teaching. As the research carried out shows (Lojdova, 2019a),
especially the rituals and teaching practices of accompanying teachers (and school
institutions) appear to be rather rigid and difficult to negotiate for student teachers in
practice (cf. Recuerda, 2010). Teaching practice can also serve to reproduce teacher-
centred discourse in education. To change this discourse, it is not enough just to change
the classroom management strategies. It is a holistic change in the school paradigm that
involves a complex transformation of power relations among all actors. Thus, even practical
training in schools cannot replace the university education of student teachers. It can
support a critical analysis of practice through reflective and critical-pedagogical approaches
(Lojdova, 2016b) and through research-based education (Lojdova, 2016a). Indeed, the
aim of pregradual teacher education should not only be to prepare them for existing
pedagogical practice, but to equip them with tools for shaping a new educational reality.

Last but not least, the contribution of the realized research is also in the
methodological area. Two research projects of the Czech Science Foundation (power in the
classroom; classroom management) illustrate a mixed-methods research design linking
qualitative and quantitative procedures at different levels of research design - research
questions, data collection methods, data analysis methods, interpretation of results. In
particular, qualitative research procedures have been developed in depth. Interpretative
phenomenological analysis and critical discourse analysis in classroom research were

originally linked. Narrative research procedures (thematic narrative analysis, narrative
biography; narrative-oriented research, the so-called NOI) were elaborated in follow-up

research.

The reader will find six selected cited papers in the version for publication. The first
paper discusses the topic of transforming education (of teachers) at universities in the
spirit of neoliberal policies (Lojdova, 2016b). The second paper already focuses on the
professional preparation of student teachers on teaching practice. It captures the

socialization of a student teacher into a discursive classroom community, and the related
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reproduction of teacher-centered classroom discourse through the accompanying teacher
(Lojdova, 2019a). The third paper completes the view of community in school through
pupil nonconformity, which was described by student teachers as part of their school
experience. This research revealed the normative world of the classroom and the practices
that lead to its maintenance (Lojdova, 2016c). The fourth text again aims at (dis)
adherence to norms at school, this time from the perspective of student teachers on
teaching practice who have encountered various forms of pupil resistance (Lojdova,
2015b). Pupil resistance is also related to a hidden curriculum through which some social
inequalities in school can be reproduced, to which pupils can respond by resistance
(Lojdova, 2015a). The final paper depicts scenarios of coercive power of a student
teacher on teaching practice. The ways in which the student teacher tries to keep the
normative world of the community in school running is described (Lojdova & Lukas,
2015).
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Abstract: This paper considers the potential consequences of neoliberalism for
present-day universities. From the perspective of critical pedagogy, it focuses on the
possible conflicts between neoliberalism and academic freedom as the fundamental
component of the academic spirit at universities. The article consists of two parts.
The first part introduces critical pedagogy, its roots and its current form, including
the limitations that this concept has. The second part then discusses the neoliberal
transformation of research and teaching at universities from the critical-pedagogical
perspective, as shown in the example of pedagogical faculties. The conclusion outlines
possibilities of critical pedagogy to cultivate an academic spirit at universities. It finds
them, for example, in research independent from grant schemes, but nonetheless
relevant to the professional community, in the sensitive management of universities
and in undergraduate teaching curricula that accentuates the broadminded teacher
rather than competency-based education. The article ends with a conciliatory vision
of sustainable academic life that balances on the border between the economic
dimension of universities and academic freedom independent of the labor market.

Keywords: academic freedom, competency-based education, critical pedagogy,
critical theory, neoliberalism, undergraduate teacher education, tertiary education

Our faculty management recently started keeping track of work attendance.
This was an understandable move corresponding with the labor code, yet
the measure was received by some of the faculty with a degree of discomfort.
While working during designated working hours is common practice in most
professions, it is almost impossible in an academic environment. Indeed,
teaching and some research activities can (with a bit of luck) be managed
during working hours. However, the real research and development of the
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discipline such as writing reviews simply do not fit within the working
hours. Many leave the luxury of reading, writing, and in particular thinking,
for evenings and weekends. But with this step, the core of academic work
then officially moves from the legitimately defined working hours into
a kind of illegality.

The above-mentioned step can be put into the context of late modernity
and neoliberalism in education. In terms of late modernity, it can represent
a clash of the old working orders with the new situation of late modern
working conditions. There is also an affinity between late modernity and
neoliberalism. Neoliberalism fits with the increasingly individualized and
uncertain conditions of late modernity (Dawson, 2013). We will focus on
neoliberalism because of the strong educational discourse surrounding this
term. Although using the term neoliberal in the context of Czech faculties of
education might seem an exaggeration, it is noticeable that some elements
of neoliberalism are slowly and quietly emerging. This text attempts to
contemplate what neoliberalism can bring to two crucial areas of academic
life - research and teaching. It is in these areas that academic spirit and
academic freedom are cultivated, and with which neoliberal policies
do not much resonate.

Criticizing neoliberalism in education is an integral part of critical pedagogy.
However, it should be noted that among the critics of neoliberalism are
particularly those who are not responsible for university management. This
is also the position of the author of this text, which is important to mention
at the very beginning, as it is the position of someone who is not responsible
for securing funding for academic life at the faculty. From this perspective,
the text might appear one-sided. This text is based on critical pedagogy
that will be introduced in the first chapter. This chapter concerns critical
pedagogy. The second chapter presents the critical-pedagogical perspective
on the transformation of the university environment during the era referred
to as neoliberalism.

1 Context of critical pedagogy

Critical pedagogy is a relatively recent concept. It was used for the first time
in a printed text in 1983 by Henry Giroux in his Theory and Resistance in
Education (Darder, Baltodano, & Torres, 2003, p. 2). In this work, Giroux
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acknowledges the legacy of the Frankfurt School® and hence brings critical
theory into pedagogy. Of course, critical theory in pedagogy had already
been developed by Giroux’s predecessors, although they did not use the term
critical pedagogy. Many consider John Dewey as the author who opened the
door for critical pedagogy. He is referred to as the father of the progressive
educational movement. His pragmatic pedagogy stresses the importance
of education in a democratic society. His work, which contributes to the
discourse of democracy and freedom, makes John Dewey the most significant
thinker to enable the emergence of critical pedagogy (Darder, Baltodano,
& Torres, 2003).

Another starting point for critical pedagogy is the pedagogy of the oppressed
by Paulo Freire. Some authors agree that critical pedagogy gained significance
due to Freire’s publication Pedagogy of the Oppressed from 1970 (Smith
& McLaren, 2010). According to Freire, education became an act of storage
wherein students are viewed as a storehouse of knowledge and teachers
as the depositors of knowledge. “Instead of mutual communication with
students, the teacher deposits topics that the students receive, remember and
repeat” (Freire, 2000, p. 72). Freire calls such education banking education,
where the teacher deposits information into pupils as into a bank. This kind
of education fails to teach students (and this also applies to adults whose
education Freire addressed) to consider reality critically (Freire, 2000). The
central point of Freire’s criticism of education is the lack of critical thinking
in students and resignation from its development during the educational
process. With his work Deschooling Society from the early 1970s, the Austrian
Ivan Illich could also be referred to as a critical-pedagogical thinker. This work
resonates with the criticism of the power of institutions (compare Foucault,
1975), in this case the school, the importance of which is relativized: “Most
of what we know, we’ve learned outside of school” (Illich, 2001, p. 34). Since
the late 1970s, influential studies have been conducted in the USA by Michael
Apple who is seeking to explore the structures and relationship in education,
economy, government, and culture that both control us and enable fruitful,
more democratic activity (Apple, 2013).

2 The term Frankfurt School refers to various streams of philosophical thinking, based on
the work of the Frankfurt School thinkers founded in 1923 in Frankfurt. These thinkers
developed critical theory. According to Horkheimer, critical theory should systematically
critique existing society and seek to create an alternative to capitalism and fascism
(Harrington, 2006).
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Thinking by critical pedagogues was affected by sociological theories, mainly
reproduction theories that examine social hierarchy reproduction, cultural
reproduction, resistance and social identity. Critical pedagogues found
inspiration in the concepts of cultural and symbolic capital, through which
Bourdieu demonstrates how power is manifested and reproduced in society
(Darity, 2008). All forms of capital serve the individual to gain certain social
positions and positions of power, and hence are relevant to critical pedagogy
(cf. Cho, 2010).

Besides the aforementioned Henry Giroux, among the most significant
authors of critical pedagogy are in alphabetical order Seehwa Cho, Antonia
Darder, Elisabeth Ellsworth, Barry Kanpol, Joe L. Kincheloe, Donald Macedo,
Peter McLaren, Jennifer Sandlin, Shirley Steinberg, Ira Shor.

1.1 The bogey of neoliberalism

The center of critical pedagogy is the relationship between knowledge and
power during the present time, referred to by critical pedagogues as the
era of neoliberalism?. Neoliberalism is a specific economic discourse, which
according to some authors, has become the dominant form of economic
relationships in the world. It is typical for the interconnection of the political
and the economic (Kascak & Pupala, 2011). Entrenching neoliberalism can
be connected with the failure of the critical movement in the 1960s featuring
a “doctrine with a clear vision of the organization of a society that should
be based solely and unquestionably on the market principle and property
rights with the clearly stated means of achieving this organization” (Luptak,
2013, p. 11). From an international perspective, it is primarily the American
environment that represents neoliberal policies. The era of neoliberalism is
regarded (Giroux 2012a) as the period of the past 40 years where American
society has been based on market fundamentalism, consumerism and the
promotion of individual interests rather than democratic rights and social
responsibility. The American author Apple (2012, p. 6) even characterizes
neoliberalism as a “religion because neoliberalism - a vision that sees every
sector of society as subject to the logics of commodification, marketization,
competition and cost-benefit analysis — seems to be immune to empirical
arguments, especially but not only in education”.

3 Neoliberalism in this context is mainly defined by critical pedagogues that is by those critical
of this concept. In pedagogy, neoliberalism is mentioned mostly from the critical perspective,
which means that a specific discourse of neoliberalism was created within pedagogy.
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Neoliberalismisreflected in educational practice (in educational institutions)
as well as in educational theories (in educational concepts). The neoliberal
transformation of educational practice at universities is addressed in
Chapter 2. This is where an example is given of one current concept in the
field of education which, according to some authors, points to neoliberalism
in education. The Austrian philosopher Liessmann (2008, p. 28) illustrates
the criticism of neoliberalism on the concept of competencies. Liessmann
says that there is diversion from the idea of education visible in educational
goals. According to the author, an obvious indicator of this can be found in
skills and competencies as educational goals.

While in German-speaking countries, critics of neoliberalism mainly address
the topic of the curriculum (cf. Liessmann, 2008), in English-speaking
countries the wider social implications of neoliberalism are at the center
of attention (cf. Giroux, 2004). Giroux (2012b) criticizes neoliberalism
as a system of reproducing inequality, since it does not include moral
responsibility, but instead focuses only on material benefits and power.
Giroux is not afraid to use revolutionary titles for his text, such as The Terror
of Neoliberalism: Authoritarianism and the Eclipse of Democracy (2004) or
Neoliberal Terror and the Age of Disposability (2012b). The diction of other
critical pedagogues is also very radical.*

According to critical pedagogues, it is the era of neoliberalism that requires
reflective tools for analyzing the relationships of power and the subordinate
cultural and social position. According to some authors, critical pedagogy
could be such a tool that could not only disrupt this system, but also create
new public spheres based on the principles of equality, freedom and justice.
According to Giroux, students need to understand the social construction
from different perspectives and identities and understand how these were
constructed culturally and historically. Incorporating various constructs of
reality into the curriculum and their reflection by the students is, according
to critical pedagogues, a part of democratic society (Collins, 2008). Giroux’s
concept of critical pedagogy is characterized by the demand for radical
democratization of the society. He stresses the necessity of a political, social

*  For example, S. Steinberg says in the introduction of her Critical Pedagogy: Where Are We

Now (2007): “Critical pedagogy has the right to be angry, and to express anger, anger at
abuses of power and injustices through the violations of human rights. Critical pedagogy
isn’t a talk - liberal talk. Critical pedagogy takes language from the radical - radicals must
do.” (Steinberg, 2007, p. 9)
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and ethical turn in the view of citizenship. According to the author, the
commitment of all members of the society is desirable in the newly created
global public space (Giroux, 2001, p. 30).

Critical pedagogues believe that the tool for removing social inequalities
in society is knowledge. It is knowledge that empowers, hence it is a tool
of power. Cho (2010) claims that the most significant goal of critical
pedagogy is uncovering the relationship between knowledge and power.
This relationship is critically examined especially from the perspectives of
class, race and gender. The result of this process is critical pedagogy aimed
at constructing counter-hegemonic® forms of knowledge, which is those that
differ from dominant ideologies.

1.2 The myth of apolitical pedagogy

According to Giroux (2013), pedagogy is associated with transferring
a certain agenda and, therefore, it is always political in nature. Critical
pedagogy views each dimension of education as political (Kincheloe, 2004b)
since the curriculum contains elements of the dominant ideology. Critical
pedagogues interpret mainly the hidden curriculum as a powerful tool of
student indoctrination through routines and unvoiced norms in the school’s
everyday life. According to Girousx, it is necessary that the teacher knows how
to question knowledge in education and shed light on the hidden curriculum
(Bertrand, 1998). The critical pedagogical concept of a hidden curriculum
was contributed to in particular by two of McLaren’s publications: Schooling
as ritual performance (1999) and Life in schools (1998). McLaren regards the
hidden curriculum as a tacit way in which students acquire knowledge and
learn behavior patterns that are in accordance with dominant ideologies and
cultural practices. Aronowitz and Giroux (2003) also approach the hidden
curriculum as a means by which the dominant capitalist ideology shapes the
school experience and contributes to labor force reproduction, often “behind
the backs” of pupils and teachers. Critical pedagogue Kincheloe (2004b,
p. 3) adds radically that the value reproduction in the school supports the
dominant status quo rather than the pupils’ needs.

Some authors go even further than Giroux and treat critical pedagogy as
a revolutionary political tool. For example, McLaren unveils supranational
capitalism as a force shaping the educational policy, inequality and

> An analysis of hegemony in education is pursued, among others, by Apple (2004).
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oppression (Farahmandpur, 2005). The revolutionary critical pedagogy
is then formulated as a counter position to capitalism. The revolutionary
critical pedagogy is based on Marx’s historical materialism and class struggle.
McLaren and, for example, Giroux therefore bring the neo-Marxist position
into critical pedagogy (Cho, 2012). The aim of McLaren’s revolutionary critical
pedagogy is to prepare critical educators, who will also be revolutionary
agents in the fight against capitalism (Farahmandpur, 2005). From a political
perspective, the key role of teachers therefore emerges. The teacher is
conceived as a critical intellectual (Collins, 2008) and a political agent, who,
according to these theories, should strive to reorganize the power structure
within the society.

1.3 Idealism, utopia and the vagueness of critical pedagogy

Critical pedagogy is, of course, a target of much criticism for being idealistic,
utopian and overly influenced by Marxism (Guthrie, 2003). The revolutionary
undertones of critical pedagogy and its political radicalism might make it
controversial for staking a claim for a patent on an ideal social arrangement.
Critical pedagogues pointed out that school is an environment where social
inequality is reproduced. It seems, however, that critical pedagogy is also
unable to remove inequalities, and as an “equalizer” of social inequalities,
it fails just like the institution of school. As for the past thirty plus years
of its development, it has not significantly affected the transformation of
society. Moreover, it seems that critical pedagogues forgot or overlooked
the role of the school in the removal of social inequalities. And they would
not have even needed to venture too far into the past, since during Paulo
Freire’s time compulsory school attendance made it possible to significantly
reduce the number of illiterate people in the population. Particularly in
developing countries, equal access to education is nowadays still a pressing
topic. In so-called developed countries, equality in relation to the type of
school is being discussed. In this case, the school might as well equalize
differences between pupils. The greatest potential for this type of equalizing
of uneven opportunities lies in pre-school education (Greger, Simonova,
& Strakova, 2015).

It seems that the criticism of the school as an environment reproducing
inequality is some sort of fashion trend, while the authors do not consider
the other side of the coin, which is that the school can also erase social
inequalities. Critical pedagogy seeks to eliminate inequalities in society
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although it should be noted that attempts to eliminate social inequalities
lead only to the creation of other forms of inequality (Keller, 2012), which is
not usually reflected by critical pedagogues.

Another issue of critical pedagogy is its inconsistent concept: “In the last
fifteen years, critical pedagogues have debated what it means to be critical
and how this concept can be incorporated into the curriculum” (Semali,
1998, p. 137). Authors, therefore, do not contribute to the consistency of
the concept of critical pedagogy. Rather, they construct it as a postmodern
discourse full of diversities. Their gaze is often turned to the future rather
than to the present time. They formulate what critical pedagogy should be
and what issues it should address (cf. Kincheloe, 2007). So what is critical
pedagogy good for?

1.4 So what is critical pedagogy good for?

Critical pedagogy can contribute to a wider debate on education and to the
debate on alternative ways to build a better world. Its potential for this is
its reflective character and problem-based approach (Orelus, 2011). Critical
pedagogy directs our attention to the micro-social and macro-social context
of education. In the micro-social context, it offers a reflection of students’
position in the education system hierarchy in connection with their racial,
class or gender characteristics. In the macro-social perspective, it highlights
the relationships of education and sociopolitical situations. It addresses the
potential dangers of school transformation under neoliberal politics.

Specifically, critical pedagogy can take the form of learning conductive
of critical thinking (Breunig, 2005). Critical thinking is emphasized as
a necessity for participating in a democratic community (Kincheloe, 2007),
which might be school, as well as society. Critical pedagogy does not need to
be directed towards a radical transformation of society, which is preached by
critical pedagogues, but might be projected into school culture and influence
it so that it becomes more emancipatory and democratic. The effect of such
a school may also be the transformation of the society, even if less radical
and much slower.

Therefore, critical pedagogy as an intellectual movement might have its place
at universities for several reasons: 1) It takes into account the macro-social
context in education and calls for its analysis. 2) It creates provocative views
that may not be consistent with the status quo of the education policy. 3) It
leads students and teachers into intervening into educational reality.
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Critical pedagogy can thus encourage the academic spirit in tertiary
education. Its critical application suggests itself particularly at faculties of
education. The next chapter will address the critical-pedagogical position to
the neoliberal transformation of universities.

2 Neoliberal universities

If we were to point one specific defining political/economic paradigm of the
age we live, it would be neoliberalism (Apple, 2006, s. 14). Neoliberalism has
risen not because of its intellectual power or popular appeal, but because of
its utility to individuals and corporations (Horn, 1999). Universities were not
left aside and some elements of neoliberal policies can be gradually projected
into them, causing a significant transformation (where it is necessary to
distinguish the American, British, German and Czech context)®. Hence, some
authors talk about neoliberal universities:

Aneoliberal university is defined as a self-interested, entrepreneurial organization
offering recursive educational experiences and research services for paying
clients. In such institutions academics become managed knowledge producers
who should follow prescribed sets of organizational processes. Their research
and pedagogic must be justified as beneficial for university through quantitate
measures. Students are recast in the role of knowledge consumers, and have
a voice in determining the manner in which educational services are packaged
and delivered to them. (Hadley, 2015, s. 6)

¢ This process of change has been witnessed in USA and UK approximately 30 plus years

ago. In the USA a time when national funding for higher education began to shrink due to
a combination of declining tax base and conservative shifts in attitudes of part of policy
makers (Hadley, 2015). In the UK and other western advanced economies, the nature of
government, civil society and democracy has been changing over the last 30 years. According
to Harris (2005) the social democratic state of the post-war era has been replaced by
a neoliberal consumer democracy in which democracy has come to be defined in economic
rather than political terms. Of central concern to governments is the need to strengthen
the economy and economic competitiveness in order to compete in international and
global markets. In Germany the liberal camp wanted to modernize the German university
by emphasizing the needs of the labor market and emphasized strong critique of the
Humboldt model (Hohendahl, 2011). Debates about neoliberalism in the Czech educational
discourse are stated similarly by Stech (2007), while he also adds that these elements enter
the educational policies later, pre-prepared by this discourse. Compared to the American
context, neoliberalism emerges at Czech universities later and with lesser intensity.
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Hadley (2015) adds that while often accepted in many countries
as a reasonable to govern and run profit-driven corporations, a significant
amount of research has studied how a new managerial caste, guided by
neoliberal beliefs of governance, has transformed organizational culture and
professional practices of schools and universities. Giroux (2015a) states that
this transformation of the university is characterized by an organizational
culture so that the traditional academic imperative “publish or we perish”
is now supplemented with the neoliberal mantra “privatize or we perish”,
as everyone in the university is transformed into an entrepreneur, customer,
or client and every relationship is ultimately judged in cost-effective terms.
Liessmann’s thoughts (2008) also comment on the concept of the neoliberal
university in a very critical tone: “The tragedy, which occurred under
the pressure of ideologization and politicization of universities in the last
century, is currently repeating itself under the baton of economization, but
as a farce”. Liessmann criticizes these trends in the education system, from
the primary to the tertiary.

However, in the context of these rebukes, it should be noted that public
universities are public services characterized by employees paid from public
funding. As such, universities have a social responsibility, which relates, inter
alia, to their contribution to economic growth (Pavlik & Bél¢ik, et al., 2010).
Thinking of universities in relation to cost-effectiveness seems completely
legitimate in this context. But unlike a factory, the university is a specific kind
of institution since many of its outcomes cannot be measured in economic
terms or “sold” (for example, basic research outcomes), or the outcomes only
turn out to be significant or insignificant many years later. The existence of
universities has always been legitimized by public welfare which is, however,
hard to define, and today can also be framed by neoliberalism.

Rejecting neoliberalism by academics can be for very utilitarian reasons.
One of the reasons is power relations. Bourdieu (1988, p. 40) mentions
that “the structure of university field reflects the structure of the field of
power, while its own activity of selection and indoctrination contributes to
reproduction of that structure”. Academics might also criticize neoliberalism
at universities for the reason that it undermines their power and the
traditional power structures at the university. Last, but not least, criticizing
neoliberalism might conceal a reluctance or inability of academics to conduct
challenging research.
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Regardless of these utilitarian interests of academics, we can consider
a certain kind of anomie that neoliberalism might cause at universities.
The neoliberal conception of the university particularly conflicts with the
traditional Humboldtian ideal of university. In the last two hundred years
or so, universities have been perceived in the Humboldtian spirit as “places
of discovery and passing on new knowledge thanks to the joint activities
of professors and students, in the independent search for truth and free
development of teaching and research” (Sima & Pabian, 2013, s. 11). Although
Humboldt’s influence on current universities is sometimes considered
overrated and Humboldtian university in practice is considered by these
authors to be a myth (Sima & Pabian, 2013), the idea of the academic spirit
expressed in this quote is still one of the main characteristics of universities.

Academic spirit is fairly difficult to define. One of the reasons for this is
the fact that academic work is relatively non-codified. Kennedy (1997)
comments that universities are, in this sense, societies without rules.
Therefore, although academic spirit is often mentioned in everyday language,
papers and studies usually prefer to talk about academic freedom. Academic
freedom is understood in this paper to be the core of the academic spirit.

A narrow definition of academic freedom limits it to the freedom of professors
to teach their subject, carry out research, and publish its results subject to
professionally sanctioned limits. Over the years, academic freedom has come to
include the freedom to participate in public life, and perhaps still controversially
to criticize the institution in which professors work. (Horn, 1999, p. 10)

It is this space for disagreement and controversy that constitute a part of
academic freedom, as already pointed out by Capene in 1948 (in Aby & Kuhn,
2000). Hence, academics can, among other things, criticize the practices of
the institution that sustains them. According to Kennedy (1997), we feel
that the term academic freedom has always been present, but in fact it only
emerged at the beginning of the 20th century.

Academic freedom can be divided into two levels - individual and
institutional (Malcolm in Aby & Kuhn, 2000). In the context of neoliberalism,
the institutional level is mostly discussed. The addressed topics are
managerialism at universities (Kolsaker, 2008; Peters, 2013), audit culture
and the related accountability (Strathern, 2000; Dill, 1999), marketization
of education and research (Harris, 2005; Lynch, 2006), commodification of
academic practice (Ball, 2012), accreditation, international competitiveness,
and privatization (Torres, 2008).
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Neoliberalism is the agent that connects the criterion of measurability,
effectivity and quantity into the university environment. Ball (2012, p. 19) calls
this the performativity mode that, according to him, can be found at all levels of
education: “In regimes of performativity experience is nothing, productivity
is everything. Last year’s efforts are a benchmark for improvement - more
publications, more research grants, more students”. Mountz et al. (2015,
p. 1237) speaks about “the acceleration of time in which we are expected to
do more and more. The ‘more’ includes major tasks, such as teaching larger
classes, competing for dwindling publicly funded grants that also bring
operating money to our universities, or sitting on innumerable university
administrative committees”.

This perfomativity can be seen in two core ingredients of the academic work
- in research (scientific and scholarly work) and in teaching (university
curriculum). The area ofresearchis,accordingto many authors, superordinate
to teaching (cf. Barnett, 2003; Sima & Pabian, 2013). Nevertheless, academic
freedom is perceived to be the essence of both these areas. Hence, we should
consider the transformation of the research and university curriculum under
the influence of neoliberalism.

2.1 Academic spirit in the neoliberal research

According to many authors, academic freedom is the essence of academic
work:

Academic freedom consists of nothing more than the conditions necessary to
follow the established criteria for scholarship and teaching within each discipline.
Faculty members should be largely free in pursuing their scholarship and
teaching subject only to evaluation on academic grounds and primarily by peers.
(Fish, 2014, p. 54)

Good scholarship requires time: to think, write, read, research, analyze, edit,
organize, and resist the growing administrative and professional demands
that disrupt these crucial processes of intellectual growth and personal
freedom (Mountz et al., 2015). Time is, however, the enemy of neoliberalism.
Cultivating the academic spirit is slow and in the economic sense inefficient
and the results of these efforts might not be directly usable in practice.
Economic pressures may lead to weakening of the academic spirit.
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Hatcher, Meadmore, and McWilliam (1999, p. 69) argued that “one sort
of romance about being an academic is no longer speakable, thinkable,
doable in universities at the turn of the millennium, and we have tracked
the end of that romance to a different discursive organisation of university
management in the 1990s”. Authors noted the influence of organisational
theory emanating from non-traditional sources and described presence of
a new discursive tradition in universities, one that is giving birth to a new
romance in which the enterprising academic is a central figure. In the context
of this transformation of academic identity, Ball (2012, p. 9) recalls Weber’s
concept of specialists without spirit’.

Branstrom Ohman (2012, p. 28) is also dedicated to this transformation of
academic workand callsita utilitarian turn connected to the neoliberalization
of the Western university. She also argues that it represents the shift from
content to counting. Writing becomes an instrumental skill rather than an
epistemological experience: in the pressure to count, we become guided by
“the ever-deceptive promise of one size fits all” (Branstrom Ohman, 2012,
p. 29). It is academic writing that is the breeding ground for the academic
spirit. Itis the privilege of universities. Through academic writing, knowledge
is created and reproduced and individual subjects are developed. However,
traditional academic writing does not need to match the reporting system of
science and research. In the Czech Republic, emphasis is particularly placed
on publication outputs that contain original research investigation. On the
one hand, itis understandable that the methodology of evaluating the results
of research organizations attempts to develop its own empirical research
in individual scientific disciplines. At the same time, however, it cannot be
claimed that outputs of different types are not significant for science. It is
a question of how the current methodology would evaluate publications
such as Freire’s Pedagogy of the Oppressed or lllich’s Deschooling Society.
These works are neither of a research nature nor overview studies. Although
when evaluating publications and taking the quality into account, academic
writing is becoming a kind of craft more than a kind of art. In this system, it is
possible to publish “mechanical texts” that formally meet the methodological
criteria but do not contribute to developing scientific discipline. The

7 Weber’s distaste for the celebration of the mundane and the routine central to modern
culture is expressed by the “iron cage” imagery. He adds, however, a quotation from Goethe:
“Specialists without spirit, sensualists without heart; this nullity imagines that it has attained
a level of civilisation never before achieved” (Giddens in Weber, 2002).
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increasing quantity of texts also contributes to fragmented knowledge. It is
difficult to orientate in the large amount of text and it can easily happen that
a scholar conducts research without being informed of current publications.
Besides, the publication strategy focused on collecting points marginalizes
certain kinds of texts. For example, writing discussion contributions or
publication reviews is not economically profitable for university employees.
These texts therefore recede into the background, although they are crucially
important - they comment on and link knowledge and hence shape the
scientific discipline culture. Simply put, there is not time to read colleagues’
texts, let alone react to them. Academic freedom is also restricted for the
simple reason that academics cannot afford to write such texts.

This transformation of academic writing was soon answered by predatory
journals that make it possible to fulfill criteria for scientific publications
without regard to the quality, and without any need for peer-review, but
rather for money. This policy then enabled a peculiar publication business
to develop. Phenomenon of predatory journals was illustrated in 2016 by
Czech academics using the pseudonyms Jan Babinsky and Vaclav Krejcir,
who published the article Representation of Ukrainian Crisis in Czech Media:
Explicit and Implicit Bias in the News Coverage of the Ukranian-Russian
Conflict in Mediterranean Journal of Social Sciences®. They inserted the
following paragraph into the article where they explicitly state that the
article is entirely fabricated. Despite this, the paper was published:

This article was produced as an experiment intended to verify suspected
unethical publishing practices of so-called predatory or junk journals. The article
is purposefully flawed both methodologically and conceptually, and written in
poor English. The reason why we took this action is that the articles published in
this journal are often presented as distinguished academic publications although
the journal does not guarantee standard peer-review process and elementary
editorial service. The articles are neither supervised for academic accuracy and
relevance nor checked for the quality of language and style. All of these statements
are proven true by the very fact that you are able to read them (p. 439).

In relation to scholarly and scientific work, we refer to the culture of output
(in the Czech context, the metaphor of a coffee grinder is often used®),

8 http://www.mcser.org/journal/index.php/mjss/article /view/9339/9019.

% The essence of the “coffee grinder” is the directly proportional relationship between the
evaluation of the result (given points) and funds for public support that the workplace
receives (http://metodikahodnoceni.blogspot.cz/2014/12/dobry-zly-kafemlejnek-ii.html).
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which might lead to authorship misconduct!® on the side of the authors
and expansion of predatory journals!' on the side of the editors. These are
the phenomena that cater to the neoliberal criteria of effectivity but move
away from the academic spirit. Many universities then support academic
freedom rhetorically, but not institutionally. On the institutional level, they
strive for “countable” scientific outputs, as these generate financial funding.
Publications are no longer written, they are “produced”. Capen (in Aby
& Kuhn, 2000) however argues that universities must support academic
freedom even if it costs them money. This is where the academic spirit
clashes with the neoliberal policy of scientific work and research.

This does not mean, however, that academics blindly accepted this game,
and in the name of output efficiency forgot the academic spirit. Academics
are of course, aware of this technical pressure; they discuss it, they want to
change the policy and develop resistance strategies for “the survival of the
academic spirit”.

Mountz et al. (2015) described in the following ten points the resistance
strategies of slowing down. They claim that neoliberal universities need
to stop, reflect, reject, resist, subvert, and collaborate to cultivate different,
more reflexive academic cultures: (a) talk about and support slow strategies;
(b) count what others do not; (c) organize (we need to engage at every level
to accomplish a reconceptualization of university time); (d) take care (we
must take care of ourselves before we can take care of others); (e) write
fewer emails; (f) turn off email; (g) make time to think; (h) make time to
write (differently); (i) say no, say yes; (j) reach for the minimum (rather
than getting caught up in measuring worth by the number of peer-reviewed
journal articles published or grant dollars procured).

The situation in the Czech Republic might not be as dramatic as portrayed
in the scenario of the neoliberal University. For example, Czech universities
are relatively remote from such depictions. This is illustrated by Jan Sokol,
a professor of philosophy, who says: “We can do whatever we want at the

10 Types of authorship misconduct in scientific publications according to Bennett and Taylor
(2003): gift authorship (inclusion, among the authors, of an individual who does not fulfil
the requirements for authorship); pressured authorship (a person’s use of his position of
authority in order to be included as an author); ghost authorship (non-inclusion, among the
authors, of individuals who played an effective part in the work); fragmentation (separate
publication of various parts of the work, which could have been assembled into one
publication); duplication (publication of the same paper in different journal).

11 See Beall (2015).
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university and we even get paid for that.” (Fokus VM, 2016). Another major
Czech philosopher and sociologist Vaclav Bélohradsky also talks about
the academic freedom in his work: “My whole life | was doing what I like
doing and what I would have been doing even if | had not been paid for it.
Thank God they didn’t know that.” (Fokus VM, 2016). Without perceiving
the meaningfulness of one’s own work, it would be possible to imagine the
academic spirit only with much difficulty.

Last, but not least, Bourdie’s (1988) division between academic power (in
terms of the institution) and intellectual power should be mentioned. Those
who might have academic power provided by strong anchoring in the
institutional structure of the university might not possess intellectual power
since they might not publish and lecture or their activity as such may not be
accepted. On the other hand, an individual with a low position within the
university structure or outside of it might have intellectual power, when
their work receives acceptance. Bourdieu (1988) points out that for example,
Althusser and Foucault held marginal positions in the university system.

2.2 Academic spirit in the neoliberal curriculum

Just as neoliberalism transforms science and research, it also transforms
teaching at universities. We look at teaching through the university
curriculum. Its transformation is mainly connected with new requirements
for the content and outcome of education and with the massification of
university education.

Massification of university education’?, which is the increasing number of
university students, is of course closely connected with the curriculum.
Bourdieu (1988, p. 129) notes that “many authors only deal with the
numerical effect of the transformation of universities.” He adds that we
cannot look only at the mechanical effects of overcrowded universities, such
as the transformation of the community into a mass and of the academic into
an educator” It is interesting to look directly into the classrooms. A large
number of heterogeneous groups requires the transformation of teaching at
universities and the transformation of the relationship between teachers and
students. The importance of distance education has increased for example,
through e-learning while seminar groups have grown larger or have been
replaced by lectures. It’s as if teaching was shifting into “standby mode”.

12 Massification is also an effect of democratization.
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The transformation of higher education affects both academics and students.
Let’s now have a look at what it brings to students. Liessmann (2008)
highlights Humboldt’s precondition for entering university education, which
was a real interest in science and its development. This, of course, narrows
the circle of applicants. In the era of neoliberalism, such motivation for
studying can be found rather sporadically. It is the students themselves who
enter university with the requirement to be prepared for the labor market.
The idea of complete detachment of the university from the labor market in
the 21st century would not succeed even among the critics of neoliberalism.

However, it is clear that in the firmly professional-oriented education,
the development of critical thinking proclaimed by critical-pedagogical
movements is achieved only with difficulty. The university might thus
resemble a production line that prepares a unified workforce via
standardized procedures. It creates human capital while this term in the
neoliberal discourse replaces expressions such as individual, citizen or
worker (Stech, 2007).13

According to Stech (2007), human capital best describes the fact that capital
accumulation today significantly depends on the innovation and transfer of
knowledge, which in the Czech Republic is still a preserve of the primarily
state-controlled schools and universities. In these, however, even such
knowledge is passed on that from the perspective of the needs of the economy,
which is comprised of businesses and entrepreneurs, is “redundant”. This
increases expenses and hence reduces the competitiveness of countries with
such an “inefficient” public schooling system. Apple (2012, p. 6) comments
ironically that neoliberalism as schools’ salvation “will supposedly lead us to
the promised land of efficient and effective schools”.

From a critical-pedagogical perspective, general education is disputed in
the name of effectiveness and may even be pushed away not only at primary
and secondary schools, but also at universities. In teacher education, we can
observe a weakening of general education (philosophy, sociology, natural
science, cultural overview, etc.), and at the same time a strengthening of
professional specialization. The pedagogical aspect is, however, conceived
very narrowly, for example as practical-oriented methodology, instead of

13" The idea of schooling as an assembly line has been connected with primary and secondary
education for a long time and pictured even in popculture (see Pink Floyd - Another Brick In
The Wall), but was not visible in tertiary education before its massification.
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contemplating and questioning an issue. The result of such education is
narrow specialization in a profession, which, however, does not in itself
define a good teacher!*. At first glance, the positive effect of education -
employment - has many perils. Professions, including pedagogical ones,
change quite rapidly. In teaching, it is legislative framework changes; in the
Czech Republic, a standard of a teacher emerges, new teaching methods
appear, technology enters education, relationships between participants
change and of course, knowledge also undergoes development. It might
happen that universities will prepare students for the labor market of the
past, instead of the labor market of the future.

University education focused on these trends might seem modern. Stech
(2007, p. 328), however, points out that such a curriculum satisfies “the
most utilitarian objectives - shaping a workforce which is flexible, promptly
serviceable, loyal to the company, and sharing the goals and values of future
employers.” These goals are presented wrapped in words about autonomy
and the responsibility of students, about their constant objective or
“scientific” evaluation and self-evaluation and about the full development of
the unique personality of each. The main objective is to convince everyone
that they are actually not subjected to any violence because this is the only
thinkable conception of modern education.” This transformation of the
university curriculum has only very little to do with the academic spirit
and academic freedom. Students’ general education and research appear
to be something superfluous. The market does not require them and hence
these characteristics of academic culture are pushed away from university
education. Since students are not educated in the value and importance of
academic freedom, academic freedom is weakened overall (Cowley in Aby
& Kuhn, 2000).

Academic freedom is important for all scientific disciplines. However, in the
domain of teacher education, it can be attributed particular importance. The
University environment provides a type of model for future teachers, which
will be reflected in their future work with pupils. As mentioned by Dewey:
academic freedom for teachers and students is essential for the creation of
intelligence and the support of democracy. What is needed is free inquiry

14 For comparison, let us have a look at the concept of research-based teacher education,
which introduces research into teacher education. It turns out that research-based teacher
education develops not only their research competencies, but also professional and personal

competencies (Aspfors & Eklund, 2016).
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for students and teachers so they can see the value of intelligent action in
the development of society (in Aby & Kuhn, 2000). It is academic freedom
that can help to facilitate the preparation of broadminded teachers. This
means teachers with a wide theoretical background and cultural knowledge
and research skills. Teachers who are able to think critically and who can
lead their students to critical thinking. In the concept of critical pedagogy,
these are teachers who turn the school into a democratic community. Giroux
(2015a) emphasizes that “the very task of critical pedagogy is educating
students to become critical agents who actively question and negotiate the
relationships between theory and practice, critical analysis and common
sense and learning and social change. Critical pedagogy opens up a space
where students should be able to come to terms with their own power as
critical agents”. To achieve this, it is necessary that the university provides
space for critical questioning by the students and lets them grow in a wider
area than only the current form of the profession for which they are preparing.

However, neoliberal educational policies accent competencies as the output
of educating, instead of the broadminded teacher mentioned above. The
competency based movement can be traced further back to the 1920’s in the
United States, to ideas of educational reform linked to industrial/business
models centered on specification of outcomes in behavioral objectives form.
It is also important to mention the context of this transition - the clash of
traditional with industrial era.”® From the mid-1960’s onwards the demand
for greater accountability in education, for increased emphasis of the
economy gave a great impetus to the concept (Burke, 2005). The theoretical
basis of this approach was experimentalism (see Burns & Klingstedt,
1972) with the idea that the basis for preparing future teachers should be
perceptible criteria of behavior. The doubt over whether a good teacher can
be described by an inventory of competencies is often expressed. Korthagen
(2004, s. 78) points out that “any attempt to describe the essential qualities
of a good teacher should take into account that various levels are involved
that fundamentally differ from each other. The level of teacher competencies
is just one of these”.

Stech (2007) points out that the very vague concept of competency comes
from the realm of vocational (professional) education (cf. Burke, 2005). Its
concepts and instruments should become the model of all education, from

15 Cf. industrial education by Dewey (Boydston, 1980).
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pre-school to university. He adds that the term is only seemingly neutral.
It obscures the fact that the interconnection of theoretical knowledge and
practice is very unclear. Competencies define the outcomes of education
through the labor market. They are given from above!® and are an expression
of the fact that the university prepares students for a particular profession.
Critical pedagogues are mostly concerned that “central to the neoliberal
view of higher education is market-driven paradigm that turn humanities
into a job preparation service” (Giroux, 2015b, p. 182). The university hence
becomes a training institution where the objectives and content of education
is dictated by the labor market. Its role as a place of free research, production
and reproduction of knowledge is weakened by this, as knowledge that cannot
be cashed in on the labor market is not supported by neo-liberal policy.

The utilitarian concept of education as a basic postulate of educational
neoliberalism has, according to Stech (2007, p. 330), two effects: (a) the first
lies in the described efforts to adapt the university to life, or rather to the
world of work; (b) under the pressure of the requirements of usefulness and
adaptation of education, entire fields of culture, which are more difficult to
exchange on the market, are gradually pushed away from education.

These effects limit the autonomy of the university, which might then start to
resign from cultivating academic freedom and academic spirit.

3 Conclusion: Critical Pedagogy as part of the academic
spirit at university

Neoliberalism can be seen in a similar manner as globalization - as
a phenomenon widely criticized, but irreversible, at least by academics.
Instead of a radical fight against neoliberalism at university, it seems
to be a better approach to search for sustainable ways of academic life.
This sustainability means, on one hand, the economic dimension (since
academics are responsible for invested public resources) and on the other
hand, cultivating academic freedom and not “selling” the academic spirit to
the market. Academics hence balance an environment where there is a risk
of slipping into one of these sides (to purely economically beneficial steps or

16 At present, all over the world, many attempts are being made to describe teachers’ qualities
by means of lists of competencies, something that seems to be strongly supported by policy-
makers. In contrast many researchers emphasize the more personal characteristics of
teachers, such as enthusiasm, flexibility, or love of children (Korthagen, 2004).
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to boundless and irresponsible freedom). Searching for a balance between
neoliberal elements at the university and academic freedom can be aided by
critical pedagogy.

From the critical-pedagogical perspective, we can show how neoliberal policy
in tertiary education limits academic freedom and thus academic spirit as
well. What and how to research is specified by the market; academic work is
tied by elements of materialism at universities. However, this does not mean
that we have to play the game completely. We can develop research outside of
grant schemes as grant schemes would not provide support since it contains
non-traditional methodologies or focuses on topics that are marginal within
education. Such research is likely to be slower and more frugal than research
funded through large grant schemes. In spite of this, it can produce results that
can, paradoxically, count and thereby contribute to the economic criterion
of academic work. Focusing on the quality and meaningfulness of work is
essential for the development of academic spirit. Texts that can be said not
to count might be meaningful as well, if they are important for researchers,
teachers or for the popularization of education. In this way, we leave the
power discourse of science and enter the political discourse of practice, in
which academics in the Czech Republic have a relatively weak word. But
support from the practice can enhance the relevance of university as such.

In the management of a university, we can note that the university is
a very specific (unique) institution and apply selected managerial tools
very sensitively. We can balance managerialism out by strengthening the
significance of the university community - again, by activities that can be
said do not count - discussions, text readings, cooperation in research and
teaching. This can be a practical form of critical pedagogy at the university, as
it aims at what critical pedagogy calls for - to form democratic communities.

Critical pedagogy is also significant for students, in our case future teachers.
When preparing teachers, we should definitely follow the requirements of
the labor market, but this does not mean that it must become the determining
factor for creating the curriculum. Our teaching should be informed in the
area of current events, but free and independent of current labor market
requirements. Free teaching is based particularly on one’s own research
(cf. Lojdova, 2016). Through research-based education, students can learn
to interpret the macro-social context of education and develop their teacher
identities as critical intellectuals (in contrast with competencies dictated
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by the education policy). How else to contribute to this than by educating
future teachers in a community that possesses academic spirit and critical-
pedagogical approaches to educational reality?

To conclude, the era of neoliberalism may not necessarily bring an end
academic freedom. [ would like to ask the reader to kindly forgive the
provoking title. Provocation is one of the things that critical pedagogy is
capable of. A certain degree of provocation can stimulate discussions, and
hence has its place in social sciences.
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Konec akademické svobody v ére neoliberalismu?

Abstrakt: Tento clanek diskutuje mozné konsekvence neoliberalismu pro soucasné
university. Zaméruje se v perspektivé kritické pedagogiky na mozné Kkonflikty
neoliberalismu s akademickou svobodou jakoZto hlavni soucasti akademického
ducha na univerzitach. Clanek je rozdélen do dvou ¢asti. Prvni ¢ast priblizuje kritickou
pedagogiku, jeji kofeny a sou¢asnou podobu, véetné limitd, které tento koncept ma.
Druha ¢ast se jiz v kriticko-pedagogickém pohledu vénuje neoliberalni proméné
vyzkumu a vyuky na univerzitach na prikladu pedagogickych fakult. Zavér nastinuje
moznosti kritické pedagogiky k péstovani akademického ducha na univerzitach.
Shledava je napriklad ve vyzkumu nezavislém na grantovych schématech, avSak
relevantnich pro odbornou komunitu, v citlivém managementu univerzit a v kurikulu
pregradualni piipravy uciteld akcentujicim spiSe svobodného ucitele nezli
kompetenéni orientaci vzdélavani diktovanou shora. Clanek tak tsti do smitlivé vize
udrzitelného akademického Zivota, ktera balancuje na pomezi mezi ekonomickou
dimenzi univerzit na strané jedné a akademickou svobodou nezavislou na trhu prace
na strané druhé.

Klicova slova: akademicka svoboda, kompetenc¢né orientované vzdélavani, kriticka
pedagogika, Kkriticka teorie, neoliberalismus, pregradudlni vzdélavani uciteld,
terciarni vzdélavani
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“Your danghter got a reprimand from the class teacher for building a snowman in the
middle of a school hallway.”
(from student narratives)

Introduction

Childhood is usually understood as a period of development. However, it can
also be viewed as a coherent social practice (Jenks, 1996) or a structural
category of societal analysis (Corsaro, 2015). This text focuses on socialization
into the second most relevant environment after the family — the school
environment. Family and school are important normative institutions and
socialization into these environments is therefore interwoven with social
practices that copy and reconstruct social norms, but also confront and oppose
them. One practice that both reconstructs and confronts social norms
is nonconformity. This empirical study focuses on such violations of social
norms. The paper explores the normative world of school and its connection
to family, forms of school norms and how they were codified, and the related
forms of student nonconformity. It is a response to Jenks’ (1996) challenge
to describe collective life as a path to understanding social practices in
childhood.

School as a normative institution

School is a very peculiar world. In terms of social norms, school is an
interesting environment from both macro and microsocial points of view.

From a macrosocial perspective, there are contradictory ideologies
about school. Firstly, school plays a significant role in social reproduction.
On the one hand, Bourdieu (1998) points out that school contributes to
the continuation and transfer of cultural capital division and thus also the
social space structure. It maintains the existing order, namely the distance
between students with various amounts of cultural capital (cf. empirical
research by Willis, 1977; Katrnak, 2004). Social inequalities can be reproduced
in school, as has been emphasized particularly by critical educators (Giroux,
2001; Kincheloe, 2004; McLaren, 1999). On the other hand, school can
also contribute to social mobility. Since education ensures equality of
opportunity, the ladder of social mobility is there for all to climb (McLeod,
2008). From this perspective, there can be two competing ideologies at
school: social reproduction and achievement. Secondly, at school, students
learn culture, knowledge, values, and norms (Saldana, 2013). This relates to
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school as an institution of social control,? i.e. a situation where an individual
or group controls the behavior of others. In terms of defining social norms,
a minority controls a majority, which applies in school as well as in society
(Schostak, 2012). Social control creates a complex of the controlling and
the controlled, including those who enter into resistance, which can be viewed
as part of the power relations (cf. Lojdova, 2015). From this perspective,
there can also be two competing ideologies at school (Pace & Hemmings,
20006): individual freedom (the purpose of school for children) and group
cohesion (the purpose of school for society). These competing ideologies
open up the question of whether school conformity is more useful to a student
or the entire society.

From a microsocial viewpoint, school is interwoven with norms that
regulate its functioning and the very process of cultural transmission.
This process is interactive — some social norms or rules will be accepted
while others will be questioned, doubted, or even rejected by students
(Thornberg, 2008a). Each school has a number of written and unwritten
rules. Of course, written school rules are used at school and many schools
also have class rules that are often hung on the wall, but this is only a small
part of the system governing behavior at school. Research on unwritten
rules at school was conducted by Hargreaves et al. (2011) and Thornberg
(2008a).” Hargreaves et al. (2011) found that the majority of what they,
as researchers, considered to be rules were not listed as rules by participants
from the academic world. For this reason, they conducted school observations
as the next phase of their research. This resulted in a typology of rules:
institutional, situational, and personal rules. Institutional rules are those
school rules that are valid for the entire institution. For example, throwing
rubbish into rubbish bins, punctuality, and not damaging school property.
Situational rules relate to certain classes or situations within a classtoom,
while personal rules relate to the specifics of individual teachers. It is the role
of the teacher that is crucial for the realities of school. Woods (1980) described
a strategy of a teacher being benevolent towards the violation of rules that
can be applied to an entire class or individuals within the class, in a situation
where the teacher might consider such behavior as acceptable. Certain
student behavior may therefore deviate from the school norms although the
teacher may consider it normal for the given student. The teacher then tends

Social control cannot be viewed as merely a negative phenomenon. It is part of all
social systems (cf. Giroux, 2001).

Thornberg’s analysis resulted in five rule categories: relational rules, structuring rules,
protecting rules, personal rules, and etiquette rules.
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to be lenient with such behavior and refrain from attempting to redress it
(cf. secondary adjustments®).

Some social norms can also be understood as a means of coercion (Baier,
2013). In the school environment, coercion has specific contours. Foucault
(1975) discusses a series of procedures used at school as a punishment: mild
deprivation, slight humiliation, and light corporal punishment. Such
penalties relate to such areas as time (delays, absences), activities (inattention,
recklessness), and behavior (incivility, disobedience). Foucault’s perspective
draws attention to generally rigid conformist behavior at school and
resonates with the traditional concept of school. These procedures have not
disappeared completely from current schools, but have become more subtle.
Some coercion mechanisms are necessary to maintain discipline, given that
it is difficult to imagine an effective learning process in school without
discipline. Therefore, school normativity need not necessarily mean a burden
on the child that also restricts the child’s freedoms (Kasc¢ak, 2008). The child’s
subordination to the school may be advantageous for the child because
it contributes to his or her intellectual development (Dewey in Giroux, 2001).
Leaving aside extremes where conformist behavior is rigidly required and
situations where students can do whatever they want at school, school normativity
is interculturally a natural characteristic of the educational environment.

The present analysis focuses on student behavior that deviates from social
norms at school. Such actions therefore represent deviant behavior, which
can be either positive or negative. In the context of the school environment,
Hargreaves (2011) talks about routine deviation, which is a common and
non-serious violation of norms. It is this everyday deviation that had received
very little attention until now, since researchers (particularly in the area of
labelling) have mainly focused on serious violations of norms, such as juvenile
delinquency. Given the context of the theory of labelling, the concept of
deviance is burdened with negative connotations. To conceptualize the notion
of non-compliance with norms, we chose the term nonconformity. To define
nonconformity, it is necessary to start with conformity.

¢ In a study, Corsaro (2015) found that nursery school children attempt to avoid adult
rules through secondary adjustments, which enable children to gain a certain amount
of control over their lives in these settings. Children produced a wide variety of
sccondary adjustments in response to school rules. Teachers ignored minor
transgressions. Teachers overlook such violations because the nature of the secondary
adjustment often eliminates the organisational need to enforce the rule. For example,
if children always played with forbidden personal objects in a surreptitious fashion,
there would be no conflict and hence no need for the rule forbidding the objects. Such
repetitions can even bring about changes in adult culture.
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Conformity and nonconformity at school

Conformity can be defined as the tendency of individuals to adjust their views
and behavior to others (Cialdini & Goldstein, 2004). Rejection and violations
of group norms can then be characterized as nonconformity (Haynes, 2012).
In accordance with Merton (2000), school conformity can be defined as
adaptation to cultural objectives and the institutionalized means to achieve
these objectives (see criticism of the static understanding of roles in Whelen,
2011). School nonconformity is perceived as a type of dynamic role behavior
which relates to a student’s specific social role as well as situations occurring
within the institution of school. To connect nonconformity with the student’s
role, we use the term student nonconformity. Student nonconformity is defined
as a student’s deviation from school norms. The focus is not on the
nonconforming students, but rather on student’s acts of nonconformity that
represent partial non-adaptation, mainly to norms or the teacher who
represents those norms. Student nonconformity is understood as a specific
social practice.

Childhood can be characterized as a battle between old and new rules
(Jenks, 1996), and it is therefore a period that opens up vast space for
nonconformity. Student nonconformity thus results from the interaction
between the institution of school and the developmental period of childhood
ot adolescence (cf. institutionalized innocence’). As many authors (Manke,
2008; Pace & Hemmings, 2006; Winograd, 2005) have noted, this is natural
because teachers and students are in a potential conflict. School attendance
is mandatory, the status of teachers and students is unequal, and their culture
and objectives often differ.

Lastly, it is important to mention that conformity and nonconformity are
neither positive nor negative terms (Aries, 2015). According to Forsyth (2009),
nonconformity might mean dissent but also anti-conformity, which may be
motivated more by a desire to rebel than an attempt to behave in accordance
with one’s own beliefs. Forsyth (2009) also adds that linking conformity with
negative connotations reduces the complexity of social interaction. According
to this author, conformity is often the most reasonable way to respond to a
given situation. People behave in a conforming manner because they implicitly
accept the legitimacy of the group and its norms. In addition, student
conformity and nonconformity are neutral terms and can have different
meanings according to specific situations at schools.

Institutionalized innocence (Metz, 1978) is characterized by the fact that children
respect norms and teachers out of admiration or fear of rejection.
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Methodology

Interest in conformity research was instigated particularly by the famous
psychological experiment by Asch (1951) in which participants influenced
by group pressure wrongly estimated the lengths of lines. Their answers
were obviously incorrect but in accordance with the opinion of the majority.
Nonconformity at school was addressed in particular by British
ethnographic papers from the 1970s that can be considered part of the field’s
canon.’

The aim of the present research was to describe forms of student
nonconformity at school. Working in the field of undergraduate teacher
education, we found student teachers’ experience with nonconformity
during their own school years to be important to their future career in schools.
The goal of the study was to broaden educational theory and also implement
research results into teacher education. We asked the following research®
question: How is nonconformity constructed and perceived by student
teachers in their stories about school? This research question prescribed
the captured data as requiring a narrative character. Narratives and stories
are not the most common type of textual data used by social scholars,
although they can be considered to be the most relevant. Narratives make it
possible for people, groups, and societies to make events around them
understandable (Hajek, 2014). We collected stories from student teachers
on the topic “My biggest trouble at school.” The assignment indicated
a violation of school norms either caused by students or which occurred
accidentally, and so led to stories of nonconformity. This concerned irregular
violations of school norms, not long-term deviance. At the same time,
however, the assignment limited the reality of student nonconformity, such

Willis (1977) examined nonconforming young male students from working-class
families from the viewpoint of social reproduction; Hargreaves et al. (2011) described
problematic paths of students at school in terms of school results, respect for rules,
and emotional problems. Famous studies by Woods (1980; 2012) looked at adaptation
to the school environment, from conformity to rebellion. In the American context,
the area was primarily covered in critical educational studies. In the United States,
McLaren (1999) described conformity and nonconformity as a social ritual that relates
not only to school rules, but also to the reproduction of cultural codes and social order.
Examples of current ethnographic research in students’ perceptions of rules include a
Swedish study by Thornberg (2008). In addition, student nonconformity is also studied
in specific areas, such as the area of gender, where questionnaire-based investigations
are used most often (Higdon, 2011; Collier, 2012; Collier, 2013; Toomey et al., 2010;
Toomey et al.,, 2012; Workman & Johnson, 1994).
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as through the fact that it implies negative deviations from norms.
Nonconformity might also involve positive deviation which is not captured
in this assignment. At the same time, narrowing the scope of narratives makes
the topic tangible for the research. Of course, this type of research also has
many disadvantages. The stories themselves are already interpretations
(Riessman, 2008). An individual constructs past events and acts into personal
narrative units to show a specific identity and the result of creating his or her
life (Cermak, 2002). It is the student teachers’ perspective that is important
for us, and the chosen methodological procedure enables us to see it from
the inside. Cortazzi (2014) discusses narrative analysis as if it were opening
a window into the narrator’s mind and culture.

Stories on the specified topic were written by bachelotr’s degree students
at the Faculty of Education, Masaryk University, Czech Republic, during the
2015 autumn semester. A total of 61 stories were included in the research.
Student teachers narrated stories relating to their primary, lower secondary,
and, in a few cases, upper secondary education (International Standard
Classification of Education levels 1-3). The narratives can also be understood
from a historical perspective, since they often had taken place more than
a decade previously. This long period between the incident and when it was
written as a story might have affected the data, although narratives are never
exact pictures of reality but constructions by storyteller. This research is
therefore studying the narrative construction of a school reality from
many years previously. On the other hand, the student teachers remembered
these stories even years later; it could therefore be assumed that the stories
played an important role in their lives and construction of normative
school reality.

Data analysis was conducted inductively. The process can be labelled
thematic narrative analysis. As Riessman (2008) mentions, this term
encompasses a wide range of approaches that differ in data types, theoretical
perspectives, epistemological positions, research questions, and even
definitions of narrative. The essence of thematic narrative analysis is work
with narrative data where the primary attention is on what is said rather
than how, to whom, or for what purpose. Gubrium and Holstein (2012) state
that this type of analysis directs the researcher to investigate the substantive
meanings of stories. Thematic narrative analysis is very close to open coding
(cf. Charmaz, 2014; Corbin & Strauss, 2015), although while open coding
means coding data segments, thematic narrative analysis means coding stories
(although the border is very hard to detect and very open to interpretation).
In open coding, the extent of coded segments might differ (word-by-word,
line-by-line, and incident-by-incident coding); coding in thematic narrative
analysis is centered on cases. This approach can generate case studies of
individuals, groups, and typologies (Riessman, 2008).



60 KATERINA LOJDOVA

The research results begin with an introduction to the correspondence
between the school world and the normative worlds of the family and peer
group, which affect student nonconformity, continue to norms at school,
and conclude with types of student nonconformity. The results contribute
to understanding the learning process at school, which includes not only
formal curricula but also hidden curricula, which these results are part of
(cf. Lojdova, 2015b).

Correspondence of normative worlds

It should first be mentioned that a child belongs to an entire complex of
normative worlds, with school being only one of the sub-worlds.” The
described socialization into the school world is secondary socialization.
Secondary socialization is traditionally defined as internalization of
institutional or institution-based sub-worlds (Berger & Luckmann, 1967).
During this process, however, the child is not a passive object. Children
negotiate, share, and create culture with others and one another (Corsaro,
2015). That is why Corsaro (2015) emphasizes that children do not internalize
the world but rather try to interpret or make sense of the culture around them
and participate in it.

In this paper, we use the term socialization but also consider children to
be active agents in the interaction process. We can discuss the normative
wortlds of secondary socialization that are different from the normative
world of primary socialization — which is the family. In primary socialization,
the social world is mediated to the child via the child’s significant others —
primarily the parents. During this stage, the child mostly accepts the parents’
view of the world, without confronting it with other interpretations of the
social world (Berger & Luckmann, 1967). In secondary socialization, the
gates of new social worlds open to the child, and it is apparent that the
normative systems of these social worlds can, to various degrees, correspond
with or contradict each other. This chapter describes the relationship
between the normative world of the school and that of the family and peer
group, since these worlds can strengthen or weaken a student’s enaction of
nonconformity at school.

-

Cf. the ecological systems model of development by Bronfenbrenner, 1979; the orb
web model by Corsaro, 2015; and students as double agents in relation to school and
family by Prazska skupina skolni etnografie, 2004.
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The normative worlds of school and family

Across human communities, the child is considered to be 2 member of a small
social group — the family. This group provides structural arrangements
such as race, cultural and social capital, family traditions, and social status.
The structural arrangements of these categories affect the nature of
childhood (Corsaro, 2015). During adolescence, children can emancipate
themselves from some of their families’ characteristics but not all (Allport,
1958). Children behave in accordance with their families’ culture and norms
(Newly, 2011). This is evident even in their relationships with their teachers
and school. In family environments where the teacher is considered an
authority and the norms of the school are taken seriously, violating these
norms is usually sanctioned twice. As a student said:

At the same time, 1 was aware that if I did something wrong at school, 1'd also

be correspondingly punished for it at home. That’s becanse my parents think

that a teacher is an anthority and I have to act accordingly. For this reason,

it never even occurred to me to disobey a teacher. (Ales)
Student nonconformity at school might also be nonconformity in the family,
if the norms relating to education are the same in both environments.
This is illustrated in particular by punishments within the family linked
with violations of norms at school. In cases where the family is consistent
with the school, the student might perceive the secondary sanction as more
normative than the primary sanction at school. The family can therefore
significantly strengthen the normative world of school, or, conversely, it may
weaken this normative world. A student commented:

Our unexccused disappearance from school led to a reprimand from our school

teacher. But it wasn't really a big deal. After the initial bad feeling, we didn’t

really take it too much to heart, and we were lucky that onr parents only langhed

at the paper with the reprimand which didn’t even affect our final report at all.

(Karla)
In this example, students were not troubled by a school sanction because
their families were not troubled by it. If a family does not attribute great
importance to the violation of school norms, then the student does not
attribute much importance to the norms or the related sanctions. Woods’
(2012) research shows that middle-class families are more likely to explain
school norms to children and more characteristically have a pro-school culture
(emphasizing school success, attitude, dress, and middle-class values more
broadly). The family therefore mediates school norms, attributes importance
to them and defines sanctions connected with violations of norms at school.
In cases where the family does not replicate school norms, it is easier for
the students to behave in a nonconforming manner.
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The normative worlds of school and the peer group

The normative world of school has multiple levels. The present analysis mostly
focused on school norms represented by teachers and school management.
Nevertheless, the normative world of the peer group is equally important,
and although it is part of the institution of school, it can have differing norms.

Therefore, the peer group, most often the class, is a major factor affecting
student behavior at school. Peers influence students’ behavior directly, whether
positively or negatively (Newly, 2011). As members of peer groups, students
do not only endeavor to adapt to group norms. Peer cultures are not preexisting
structures that children encounter or confront. It is in this sense that these
cultures differ from institutional fields such as school (Corsaro, 2015). Thus,
peer groups construct and strengthen school conformity or nonconformity.

Peer group norms may be consistent with school norms or may contradict
them. School norms are generally stable, while peer group norms may be
more fluid, constantly reconstructed by members of the peer group. If school
norms and classroom collective norms differ, student nonconformity may
be ambiguous. The student can be (a) nonconforming with the school but
conforming with classmates, or (b) nonconforming with classmates but
conforming with the school.

a) Nonconformity with school and conformity with classmates
Nonconformity in relation to school may be valued by the classroom collective;
it can be expected behavior and thus also conforming behavior. Examples
include stories of class heroism based on violating school norms. Often, when
students have evaded school norms, they are met with the admiration of
classmates and live up to the norms of their peer group. A representative
example of stories of student heroism are situations where students outwit
their teachers, such as a story of students who prepared an inflatable boat
to cross a river during an outdoor PT class, thus avoiding the need to run
around the river, and so reached the finish line long before everyone else.
In this case, they were met with a positive reaction from their classmates and
a negative sanction from the school management. A student remembered
that: “The boys got slapped by their parents but praised by their classmates, and they
received a reprimand from the head teacher and a few extra laps each PT class.” (Zdena)
In addition to stories of heroism, such contrasting aspects of nonconformity
also include stories of conflicts between students and the school culture
(cf. McLaren, 1999). Nonconformity with the school may be conformity
within the peer group, particularly when students do not share a conception
of social norms with teachers. This can be seen in Monika’s story about
accompanying a friend to hospital, which resulted in Monika’s own unexcused
absence from school. In the story, Monika attempted to reconstruct her
dialogue with a teacher:
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Teacher: “Personal reasons for absences include funerals and weddings, but
certainly not a supposedly sick friend. I'm not going to accept this as a valid
excuse! Do you realize you'll have an unexcused absence on your record?”
Monika: “Yes, I know, but I honestly don’t really care. 1t was very important
to my friend Verca, and she’s my best friend. 1t was important to me as well,
and 1d do it again.”
Teacher: “Monika! I've never seen such insolence! There will be consequences!
1#’s time for you to realize that friendship means nothing in this world, so wake
up and think about what you're doing!”
The story illustrates resistance against school norms (being at school even
when a friend needs help) and a normative conflict between a student and
a teacher who had personally different values used to legitimize school norms.
The student behaved in a nonconforming manner because she perceived it
to be the right thing to do, and she retained this understanding even years
later when she wrote the story. The student’s nonconforming attitude can be
understood as pro-social because it benefits another person without demanding
any reward. Nevertheless, it is inconsistent with school norms.

b) Nonconformity with classmates and conformity with school
Another type of nonconforming ambiguity is a situation where students do not
conform to classmates but do conform to the school. Students may respect
school norms by complying with the rules or drawing attention to the rules.
In ambiguous situations, however, this activity contradicts the norms of
the school collective. For example, Lucie noticed that after a class in which
students had been writing a test, a classmate whom she considered to be
lazy remained in the classroom. Therefore, she and her friend ran to the
headmaster’s office to report that their classmate had been changing his answers:
All breathless, we told the headmaster about what we had seen, and he called
both the student and the Maths teacher into bis office. But to our bad lnck,
it turned out that this classmate had not changed his answers after the test.
At that moment, I was so ashamed that 1 wonld've just disappeared if it were
possible. (Lucie)
This is an example of telling on someone. Telling on somebody can be defined
as reporting someone else’s deviation from a norm to a third party (Ingram
& Bering, 2010). Telling on others is often seen as undesirable from the
perspective of teachers, and so could be viewed as diverging from school
norms. However, the very act of telling on someone is directed at complying
with norms. Lucie’s intention was for equal conditions for all students on
tests to be preserved through adherence to the school rule of not copying
from others. From this perspective, telling on a classmate is conforming
to school norms. Nevertheless, telling on a classmate can be viewed as
violating the norms of the group, which is nonconforming in relation to
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classmates. It does not matter if the accusation is false, as in this case, or true.
What matters is the norm within the student collective — whether the norm
is pro-school or not. The following sections will focus more deeply on types
of norms at school and related forms of student nonconformity.

Norms at school

Norms at school can be subdivided into society-wide norms, which are also
in force in other social groups, and school norms, which are typical for the
school institution. When focusing on society-wide norms, the main types
are legal, moral, and aesthetic norms. In addition to norms applicable to the
entire society, school norms are also in force at schools. These norms regulate
interactions between teachers and students as well as among students
themselves and are typical for the school institution. Their codification is
illustrated here in three examples: violating school norms, violating school
routine, and public discipline. Student nonconformity is interactively
constructed in these processes.

Viiolating school norms and making them visible
As many norms at school are not communicated in advance, they only become
visible after they are breached. Rendl (1994) also describes what he calls silent
rules of school life, many of which do not have a written or explicitly stated
form. Their effective existence is reproduced over and over though the fact
that they are violated and talked about. An example of such a violation of a
school norm can be found in Alena’s story:
At Christmas, we all got lots of presents. I got a beantiful pair of black
sweatpants with four white stripes on the sides. The first day of school after
the Christmas holiday 1 decided to wear them and show them to everybody.
When 1 entered the school building, everybody stared in disbelief at what
I'd dared to wear to school. At the end of the day, we had a class with our class
teacher. In front of the whole class, she started lecturing us on how sweatpants
aren’t appropriate clothing for school. 1 was completely indignant, and 1 felt
tears welling up in my eyes. (Alena)
This story presents a failure to comply with a dress code. To add cultural
context, in Czech schools there are no school uniforms that would restrict
clothing choices. Clothing norms are more implicit, not defined beforehand.
Sweatpants, however, represent outdoor clothing. Outdoor clothing is
worn by children that do not identify with school (Obrovska, 2016). Violating
the dress norm means that in this specific case student nonconformity was
not intentional. As shown in Alena’s story, her goal was to appeal to her
classmates, that is to conform, but the effect of her action was exactly the
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opposite. Based on Alena’s nonconformity, the topic of clothing norms became
a topic in the educational process.

School norms are mostly connected with space and time. Vendula was
met with a spatial norm separating younger and older students at school that
was also introduced ex-post based on her misdeed:

When I was in second grade, one fifth-grader saw me and apparently fell in love
with me. He started coming to sit next to me at lunch, which onr teacher did
not like to see since children up to third grade had to all sit together at one table
and so he was messing up the numbers. But when she sent bim to sit somewbere
else, the next day he came back again. 1t all came to a head when be left a letter
Sfor me in our mailbox. My first love letter in my life and 1 didn’t even get the
chance to read it. Mum was shocked when she saw it and came with me to nmy
school the next day and had a long discussion with my teacher. After that I was
Jforbidden from talking to any older boys, and till the end of that school year all
students from higher grades were forbidden from visiting younger students during
breaks. 1 thought I must have done something terrible, though 1 didn’t really
understand what exactly it had been and how not to repeat it. (Vendula)
It is hard to be socialized into such norms as they are not known beforehand;
they are diachronic. As Vendula reports in her story, she accepted the newly
introduced norm from people in the position of authority but did not
understand the reasons why this norm had been established. Therefore,
her behavior was only nonconforming ex post, after the norm had been
introduced. At the same time, the school’s normative system changed.
An originally descriptive norm—students of different ages meet each
other—changed into an injunctive norm (cf. McDonald & Crandall, 2015),
which was the opposite: students of different ages must not meet. The
dynamics of the student’s descriptive norm may result in an injunctive norm
from the school, which is then constructed as the opposite of the students’
normative world. The normative worlds of the students and the school thus
enter into conflict.

In the same manner, breaches of legal or moral norms in the student
teachers’ stories were often accompanied by the revelation that labelling
a violation of a norm meant this norm was (re)defined in the school discourse
and strengthened. An important mechanism of socialization into school
norms are instances in which they are violated.

Violating school rontine
Schools are interwoven with organizational norms and associated rituals of
everyday routine. Rituals pervade the structure of school life and are almost
automatically accepted by students and teachers, and so they serve as
mechanisms of social control (Woods, 2012). Rituals are relatively stable
patterns of behavior which attribute a broader meaning to a situation
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(Bernstein et al., 1966). The school environment is characterized by many
rituals that not only organize school life but also bear aspects of the
relationships among social participants. The ritual can also contain a simple
organizational rule, which originated from the socially superordinate
position of the school management, and its violation, which is perceived as
a very serious breach that erodes the system. Another student remembered:
In first grade, we were instructed to put our slippers into bags and hang them
on hooks in the changing room before leaving school. At first, I followed the
instructions to the letter, and my slippers were always hung up. But later,
I started noticing that more and more of my classmates were putting their
slippers in the shoe rack. I thought that they were making a mistake, and that
they would get into trouble because they were breaking the rules. Days passed
and there was no scolding or problem with it. Once, in a hurry, 1 put my
slippers in the rack as well. It was so easy, not spending extra time taking
the bag down from the hook, undoing the knot, placing the slippers inside
with clumsy little first-grader hands. 1 liked it much better. Two weeks later,
I came to the changing room in the morning and my stippers had disappeared
Sfrom the rack. And not only mine, but also those of the other wrongdoers.
So, I went into the classroom in my outdoor shoes. In the doorway, 1 passed the
scowling teacher and saw my slippers in a pile in front of the board. The teacher
Jforbade me to take them and after the bell rang to announce the start of class,
she called all the sinners to the board (and there were a lot of us). One by one,
she asked us all why our shoes badn’t been put into their bags, and everybody
answered that theyd forgotten. When it was my turn, 1 answered that I didn’t
like the routine and that it was faster to put the shoes in the rack. Then I was
lectured on how lazy I was and that putting slippers into the bags had been
ordered by the headmaster and that the cleaning lady cleans the shoe rack and
that 1 was creating extra work for ber. Then she continued with a list of questions
about whether I had anything against the headmaster or whether my mother
wonld like it if she had to clean the shoe rack when it was cluttered with slippers.
(Jana)
This story illustrates nonconformity in relation to the ritualization of
everyday routines. Students may deliberately violate norms because they appear
illogical and they want to create a norm that they find more suitable.
Deviations from the norms and rituals established by the school management
may be perceived as very serious and therefore be severely punished. At the
same time, the story reveals the sources of legitimacy for norms and related
rituals. In this case, it was the authority of the headmaster, who had introduced
the rule of putting slippers into bags. Breaking the rule is then identified
with disrespecting the headmaster. But this is the perspective of adults, not
children. Jana did not consider her action to be rebellion against the
headmaster.
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Many rituals are connected with the school bell that marks out time frames
and also has a symbolic and practical meaning (Kascak, 2006). This is
described in Zdenék’s story of his entire class leaving the classroom to have
lunch after half an hour of waiting for the teacher. In his story, the norm
regulating movement within the space of the school building was breached,
since the students did not wait for either the teacher or a ringing bell.
Student nonconformity here resulted from the long wait for a legitimization
of a space change (by the teacher or ringing). Even in cases where no teaching
is occurring, students are required to respect norms. When the students
decided to change spaces independently, they behaved in a nonconforming
manner. In order to preserve norms and traditional rituals, schools apply
discipline mechanisms.

Public discipline

At this point, we are touching upon the topic of schools’ reactions to student
nonconformity. A school, of course, has a number of formal instruments to
discipline students. These include in particular notes, reprimands, and lowered
grades for behavior. These types of punishment were explicitly referred to in
many stories. More interesting, however, are the informal or implicit penalties
that are not listed in school regulations. One such penalty is public discipline.
Compared to other social environments, the school environment has
a wide variety of public discipline mechanisms. If there is a violation of a
social norm, this violation is often presented with a significant performative
character. For example, Zuzana was so consumed by one of her tasks that
she submitted a paper full of crossed-out words. Public discipline followed,

as the next quotation shows:
With a disgusted look on her face, the teacher held a paper in her right hand
meaningfully by the corner, as if she detested it. The moment I recognized my
paper, my heart began pounding in my chest as if I'd been in a race. Her eyes
found me among the other children. ‘And what is this supposed to be? I was
absolutely shocked by the condition of your propesal! How could you dare to
submit something so disgusting?’ The head teacher’s litany continued in front of
the entire school. I felt like the stupidest person on the planet. I was staring at
the ground and trying hard not to cry. 1 felt completely abandoned among ny
[friends and schoolmates. I avoided the others’ stares. After some time, which
seemed like an eternity to me, her monologue ended and she annonnced the names
of students who'd been successful, which, of course, didn’t include my name.

(Zuzana)

What reinforces the disciplinary punishment in this example is its performative
character. Punishing a student in front of an audience is a ritual of teachers’
dominance over students within the normative school system (cf. McLaren,
1999). It reproduces normative systems through social performance.
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Disciplinary punishment is based on non-compliance, or anything that does
not correspond with the rules, that defies them, or that deviates from them.
The entire undefined area of nonconformity is punishable: an offense may
include not only any mistake made by the student but also the inability to
fulfil given tasks (Foucault, 1975).

Teachers play a role as the holders of power (cf. Goffman, 1990). Students
are involuntary actors in this performance because the script was not written
by them but is based on the school’s normative system. Punishment that
pervades all points and oversees all moments at disciplinary institutions
compares, distinguishes, hierarchizes, homogenizes, and excludes; in one
word — it normalizes (Foucault, 1975). As reported by McLaren (1999),
dominance is not easily reproduced but constantly works together with the
rituals of everyday routine. Discipline is an important part of this process.
Through performative student nonconformity and disciplining rituals,
students and teachers become actors in the process of normalization at
school. Students’ active role in constructing nonconformity should be
emphasized. Such an active role can be seen in some types of student
nonconformity. We will therefore discuss these types in the next section.

Types of student nonconformity

When discussing specific types of nonconformity at school, various criteria
can be used to divide it. According to the type of violated social norm, there
can such instances as legal, moral, aesthetic, an school-specific (violating
specific school norms, e.g. no changing space without the legitimization
of a bell or teacher) nonconformity. These types of nonconformity were
discussed above. The current section will summarize types of student
nonconformity according to four criteria: a) number of participants,
b) sanctions, ¢) students’ perception of the nonconformity, and d) locations
at school. This can be helpful for future research on student nonconformity.

a) According to the number of participants, individual, dyadic, and group
nonconformity can be distinguished. Individual nonconformity is found in
our research in the stories of individuals such as Marek, who tried to submit
a failed test in a creative manner: “I was thinking there was no point in trying
to grope blindly for knowledge that 1 don’t have anyway, so I decided to turn the test in.
To make it more interesting, 1 folded the sheet of paper into the shape of a little ship.”
Dyadic nonconformity describes two students breaking a norm together.
An example can be seen in the story of two friends who decide to play truant
together. In contrast, the crucial factor in group nonconformity is the
dynamics of the social group from which the nonconformity arises:
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Some friends had the idea to play catch. The ordinary throwing and catching
turned into more brutal aiming at live targets, individual players of this innocent
game. 1t couldn’t have ended up differently. Then Honza, all smiles, threw
the ball at Tomds but Tomas nimbly jumped out of the way and there was
a disaster. The spinning ball found its target: a jar with a preserved octopus.
1t teetered and eventually, with a lot of noise, shattered on the linolenm-covered
Sfloor: I don’t know what the liguid was but the room stunk horribly even after
a thorongh cleaning with toilet paper. The bell rang to announce the beginning
of class and our strict Maths teacher walked into the room. After less than five
minutes, she started questioning what smelled so bad, ‘Did somebody have
a snack of rotten fish?’ That was the first question she could think of. Of
course we all denied it to a man. Finally, she invited a colleagne into the classroom
to resolve the issue together. The broken jar with the octopus was, of conrse, soon
discovered. What we, as teenagers, didn’t know was that the fumes from the
Sfluid were toxic. Emergency services were immediately called to deal with the
damage. (Zora)
Group nonconformity in the classroom often takes the shape of forbidden
games that deviate from school norms (running in the hallways, throwing
things, playing with the class register, some sort of improvised football, etc.).
These games are normalized means of communication and, therefore, an
integral part of student culture. They often feature violence (cf. Bittnerova,
2002). Student teachers’ stories contained a number of forbidden games
linked to a similar scenario. It involved a spontaneous, improvised game
that culminated in school property being damaged or a student getting hurt.
An investigation and sanctions then followed. We will next touch upon the
topic of sanctions connected with student nonconformity.

b) Regarding sanctions, we can differentiate nonconformity without sanctions,
with negative sanctions, and with positive sanctions. Nonconformity
without sanctions includes nonconformity that was not discovered, and so
not punished or rewarded. The stories most commonly featured negative
sanctions, namely various types of punishments. The school environment
typically has a variety of formal sanctions: notes, warnings, reprimands,
and black marks. Informal sanctions appear as well: chores at school (“as
punishment, we had to polish the display cases in the physics classroon?”), an investigation
of letting someone down during an examination, buying a destroyed thing
or replacing a damaged item (“we had to rewrite the soaked class register”), and
warnings from teachers (“the teacher came in with a stern expression and gave us
a lecture on broken arms and legs”). The disruption of the student’s relationship
with the teacher can also be viewed as a negative sanction (“since then, the teacher
started to dislike me a little bit”). However, nonconformity can also receive
positive sanctions. A student suggested:
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During the break, the ninth graders were bugging us as usual. Their main
leader was the much-feared, muscular, and obnoxions Robert. This specific
break he was all set on taking “my” mirror in our classroom which 1, however,
didn’t want to give up so easily. Just when he was about to take it down from
the wall and carry it away, I ran at him and smashed bis nose with my fist
s0 hard that he started bleeding. And there was a lot of blood. The situation
immediately started being resolved and 1 was summoned to the headmaster’s
office. I went there completely scared, fearing what would happen to me and how
I would be punished. The headmaster, however, was not angry at all. On the
contrary, he was in a good mood and told me that Robert had deserved it for
all the skullduggery that he kept getting up to. (Kamila)
Kamila tells a story in which she violated school norms but at the same time
was informally rewarded by the headmaster, who legitimized her behavior
with the idea that the boy in question deserved it. This is a story of the
heroism of a weaker person against a stronger person. The story points out
the pivotal role played by the teacher or headmaster who can relabel the
violation of norms (cf. Woods, 1980). As for negative sanctions, these can be
subdivided according to their acceptance or non-acceptance by students.
The latter basically implies that the punishment is perceived as unfair. Stories
of injustice at school are fairly common and could easily be addressed in a
separate study (cf. Thornberg, 2008).

©) Another criteria of nonconformity is connected to students’ perceptions
of the nonconformity and sanctions. Nonconformity in narratives is
strongly connected with the students’ emotions accompanying the behavior
that violates a norm—for example playing a forbidden game is characterized
as fun—as well as the resulting effect — e.g. a copied test or outwitted teacher.
Because negative sanctions predominated in the narratives, negative emotions
connected with them predominated as well: “I fe/t very uncomfortable, almost
ashamed’;, ‘I felt like a dog thatd been beaten.” However, students might also be
proud of their nonconforming behavior and its effects or results: “Unti/ the
end of the week, I was considered a beroine in the class)” concluded Kamila in her
narrative about hitting a schoolmate — obnoxious Robert. A sanction as
a symbol of nonconforming behavior might be viewed as a trophy: “She had
her class teacher’s reprimand framed and hung it over her bed.”

d) Nonconformity can also take place in various locations at school. According
to this criterion, it is possible to distinguish among nonconformity during
lessons, during breaks, and outside of school (cf. Bourdieu & Passeron 1990;
Obrovska, 20006). Nonconformity during lessons is characterized by the
presence of a teacher who represents the norms. It often concerns the study
matter. The most typical cases of nonconformity during lessons are prohibited
types of communication at school — disturbances, copying off others, and
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giving answers to others. It can also include criticizing a teacher’s lesson,
where such initiative on the part of the student is not customary. For example,
a student corrected her Maths teacher, who had made a mistake in a
calculation, and was met with a negative sanction. She disrupted the basic
stereotype: teachers are bigger, stronger, and smarter than students (Woods,
2012). Nonconformity during a break has a completely different character.
It is usually not related to the study matter or teachers. Mostly, it involves the
aforementioned forbidden games that deviate from the school norms.
Nonconformity outside of school refers to excursions, training, and school
trips, but can also include truancy. In these cases, the school space and the
specifics of the school space and time are therefore weakened. This escape
from the school space might itself evoke a violation of norms — such as alcohol
consumption on school trips.

In these types of student nonconformity, students’ active role in enacting
nonconformity is visible. Nonconformity is created by the dynamics of the
social group, the interaction of students within school and outside the school
environment, and their own perceptions of nonconformity.

These types of nonconformity combine with one another. An example is
playing forbidden games, which could be labelled as group nonconformity
during a break violating school norms. It might be associated with positive
emotions during the game and negative emotions if a negative sanction is put
into effect.

Discussion and conclusion

Students at school familiarize themselves with, negotiate, and recreate
a variety of social norms. This study focused on norms being negotiated at
school through student nonconformity as constructed in a narrative by student
teachers who described stories from their childhoods. Student nonconformity
is not only delineated as breaking formal norms, but more precisely as
deviating from the unwritten ritualization of school interactions. Such
nonconformity does not represent the anti-school attitudes of those known
as troubled students or students with an anti-school culture, but is rather
everyday deviation from school norms. It is often described by students
with a pro-school culture. In this way, we gain a picture of the everyday world
of school in which it is nonconformity that constitutes and strengthens school
norms, as described by Waller (in Woods, 2012). Unlike famous ethnographic
studies such as Woods’ (2012) typology of students’ adaptation to school
norms (from conformity to rebellion), this study provides an even more subtle
and changeable description of nonconformity. Rather than students’
strategies of nonconformity, it captures one-off practices of nonconformity
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that constitute school interactions. This perspective shows students as active
agents in the process of socialization and contributes to the new sociology
of childhood?® (cf. Thornberg, 2008; Corsaro, 2015) by putting childhood at
the center of analysis.

The research results come from the Czech context but have a broader
relevance. We have described the phenomenon of student nonconformity,
aspects of which were also reflected in studies by Foucault (1975), Hargreaves
(2011), McLaren (1999), Thornberg (2008), Woods (1980), and many others
in different cultural and historical contexts.

Our research firstly revealed that student nonconformity is not shaped
only by school norms. The importance of the peer group and most importantly
the family environment for conforming behavior at school was demonstrated.
In particular, the family environment predisposes students towards having
a pro- or anti-school culture. This study found that family culture mediates
school norms and strengthens or weakens school sanctions. Normative
ambiguity in relation to school norms might also occur within the peer group.

Secondly, school norms and their codification were described. We can
answer our research question focused on how nonconformity is constructed
and perceived in three ways. First, student nonconformity is constructed
by violating school norms. By labelling an action as a violation of a norm,
this norm is (re)defined in the school discourse and strengthened.
Nonconforming behavior is often labelled as such ex post, after the norm
has been violated, because some norms are invisible prior to being violated.
This process changes the school’s normative world by naming and recreating
norms. Second, student nonconformity is also constructed by violating
school routine. Within schools, it is possible to identify teachers’ dependence
on rules and rituals and the related reluctance to change the rules. As described
by Woods (2012), rituals are the bearers of tradition and any change to
them implies discontinuity. Third, nonconformity is constructed by public
discipline. Because institutions and teachers want to create an effective
learning environment and also preserve tradition, they react to nonconformity
with public discipline. In connection with a transformation of the prison
system, Foucault (1975) describes punishment as a theatrical performance
disappearing at the end of the 18th century and the ceremonial aspect of the
punishment gradually receding into the background. This does not appear
to be the case at school. Discipline mechanisms are much more subtle,

The second tenet of the new sociology of childhood (after children being active agents
who construct their own cultures and contribute to the production of the adult world)
is that childhood is a structural form or part of society (Corsaro, 2015).
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however, as they are not corporal but symbolic, as opposed to the public
torture described by Foucault (1975). Their main feature takes the form of
a public performance. They include rituals of teacher’s dominance over
students, and in this manner school and societal norms are continually
reproduced. Among other reasons, student nonconformity is made possible
through discipline, which labels nonconformity and reproduces school norms.

The last section covered types of student nonconformity and how students
perceive nonconformity. Violations of school norms and routines leading to
nonconformity are often notintentional. In this respect, student nonconformity
differs from student resistance (cf. Lojdova, 2015). Students connect
nonconformity more with fun or simplifying everyday routines than with
rebellion. An example of fun are the forbidden games described above.
Circumvention or simplifying school norms is often connected with
perceptions of school norms as illogical and not perceiving norms as a
manifestation of the school or headmaster’s authority (as in Jana’s example
of slippers). This is where teachers’ and students’ points of view differ. For
this reason, it is necessary to study students’ perspectives through narrative
research. From the viewpoint of educational theory, this study has uncovered
the hidden curriculum at school (including social control; McLaren, 1999)
and the peculiar world of socialization and learning at school. It contributes
to the theory of critical pedagogy, which understands the school as a public
democratic sphere that is the location of teaching as well as an area of social
life (Giroux, 2001) in childhood.
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Neni nekazen jako nekazen:
Rezistentni chovani zaku
jako projev moci ve $kolni tridé?

Katefina Lojdova
Masarykova univerzita, Pedagogicka fakulta

Abstrakt: Vyzkumny ¢lanek popisuje podoby rezistentniho chovani zakd 2. stupné
zakladni Skoly, které zachytili studenti ucitelstvi ve svych denicich v pribéhu dlouhodobé praxe.
Jedna se o chovani, které mlze reprezentovat specifickou podobu nekazné. Na rozdil od jinych po-
dob nekazné je rezistentni chovani interpretovano skrze mikrosocialni jevy ve tfidé a makrosocialni
jevy ve spolecnosti. Studenti na praxi se setkavaji se Sirokou paletou rezistentniho chovani zaku
vUci normam ve Skole i vici kurikulu. Prezentovany vyzkum vychazi z kvalitativni analyzy 58 denik(
student ucitelstvi na praxi. Popisuje typy rezistentniho chovani zakd, jak je vnimaji studenti uci-
telstvi na praxi, a zasazuje je do kontextu mocenského usporadani ve skolni tridé. Vysledna typo-
logie popisuje rezistentni chovani zaka od pasivni pfes aktivni po agresivni rezistenci. Vsechny typy
rezistence se odehravaji ve dvou mocenskych diskursech - didaktickém (vGci ucivu) a regulativnim
(vGci normam ve skole).

Kli¢ova slova: kazen, moc, nekazen, rezistence, studenti ucitelstvi

Pupil’s Resistance Behaviour as a Power Manifestation
within Classroom

Abstract: The paper gives a brief overview of the international research on pu-
pil’s resistance within classroom. The aim of this qualitative study is to analyze resistant behaviour
in the Czech lower secondary classrooms, where student teachers realize their long term practice.
Student teachers recorded in their diaries variety of resistant behaviour connected to school norms
and teachers and themselves. The sample consisted of 58 student teachers diaries. The paper
analyze pupils resistance within classroom in the power relationship context. It brings typology of
resitance from passive to aggressive resistance, which takes place in both didactic and regulative
power discourse.

Key words: discipline, indiscipline, power, resistance, student teachers
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Jednim z nejvétsich Gkold, ktery na zadinajici ucitele ve Skolni tfidé ¢eka, je usta-
veni a fizeni mocenského usporadani. Zacinajici ucitelé se setkavaji s rozmanitymi
projevy nekazné zaka. Nékteré z téchto projevi nejsou jen prvoplanovou nekazni.
V tomto textu se snazime o pochopeni nevhodného ¢i nespolupracujiciho chovani
zaka, které vychazi z zakovského odmitani Skoly a jejich norem. V angloamerické

1 Tento prispévek vznikl s podporou projektu GACR GA13-244565 Moc ve kolnich tfidach studentd
ucitelstvi reseného na Katedre pedagogiky Pedagogické fakulty Masarykovy univerzity. Autorka
dékuje za poskytnutou podporu.
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sociologii vzdélavani je toto chovani konceptualizovano uz od 70. let 20. stoleti jako
rezistence zaku. Prezentovany vyzkum vychazi z analyzy studentskych denikd, které
si studenti ucitelstvi psali béhem své dlouhodobé praxe na 2. stupni zakladnich skol.
Studenti, ktefi na praxi teprve vstupuji do role reprezentant( socialnich norem ve
Skole, se setkavaji se Sirokou paletou rezistentnich strategii zakud vaci kurikulu, nor-
mam Skoly i jim samotnym. R(zné podoby rezistentniho chovani zZaki zaznamenavaji
také v hodinach cviénych ucitelu (tedy ucitell, ktefi studenta na praxi vedou) a dal-
Sich uciteld, ke kterym chodi na naslechy. Cilem textu je utfidit podoby rezistentniho
chovani Zaku, se kterymi se setkavaji studenti uéitelstvi ve svych zacatcich ve $kolni
tridé, a interpretovat je v kontextu mocenského usporadani.

1 Skola jako normativni instituce

Skola je stejné jako jiné spolecenské instituce postavena na dodrzovani mnozstvi
pravidel. Tato pravidla se nachazeji na riznych Urovnich a netykaji se jen zakd, ale
i ucitel(, ktefi jsou pravidlim nejen podrizeni, ale také je reprezentuji (Kascak,
2006). Tato pravidla mohou byt narizena (vnéjsi), nebo dobrovolné prijata (vnitrni).
Dodrzovani pravidel a norem chovani nazyvame kazni (Bendl, 2004). Mnozi autori se
shoduji, ze kazen je jednou ze zakladnich podminek efektivniho vyucovani (Crone
& Teddlie, 1995; Kyriacou, 2001; Lewis, 2001). Na nekazen je pak logicky nahlizeno
jako na jev nezadouci, ktery narusuje vyucovaci proces.

Nekazen vsak predstavuje obrovsky rezervoar chovani s rozmanitymi pri¢inami.
Toto chovani se mize odehravat mezi riznymi aktéry (zaci-ucitelé, zaci-zaci), mlze
mit rdznou zavaznost a intenzitu a mGze plnit rdzné funkce (zabava, Unik, vzdor).
V tomto textu se zamérime na chovani, které mizeme povazovat za specificky typ
nekazné - rezistenci zaka.

1.1 Kdyz je nekazen rezistenci

Rezistenci definujeme jako opozicni akt k nécemu, s ¢im jedinec nebo skupina ne-
souhlasi (Sannino, 2010). Rezistentni chovani zakd se projevuje jako neochota udit
se, odmitani skoly, neangaZovanost a apatie, neplnéni pozadavku, vzpurnost (Hen-
drickson, 2012). Miles (2007) charakterizuje rezistentniho Zaka tim, Ze 1. odmita
rutiny a Ukoly, 2. citi se byt nepochopen, 3. hada se, 4. je mrzuty, 5. kritizuje
nebo nerespektuje autority, 6. k ostatnim se chova rozhoréené nebo zatrpkle, 7. je
verbalné a fyzicky vzpurny. 8. ma pesimistické a negativni postoje. V zahrani¢nich
studiich se také nékdy synonymné uziva termin opozi¢ni chovani (McLaren, 1985;
Miles, 2007). Opozicni chovani vSak mdze byt spojovano s diagndzou Opozi¢ni vzdo-
rovité chovdni (F91.3)2 dle MKN-10. Vzhledem k zakotveni problematiky opozi¢niho
chovani ve specialni pedagogice uzivame termin rezistentni chovani, ktery neni za-

2 Porucha opozi¢niho vzdoru také doprovazi ADHD. Lougy a Rosenthal (2002) uvadéji, ze 1/3 dia-
gnostikovanych osob s ADHD také poruchu opozi¢niho vzdoru.
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tizen nalepkou diagnozy3. Popisované chovani totiz neni spojeno s Zadnou diagndzou
a jeho interpretace se odehrava v kontextu socialnim. Jeho reflexe vychazi zejména
z kriticko-pedagogickych smérd.

V teoriich rezistence toto chovani neni pfipisovano vlastnostem zaku, nybrz pre-
vazné vnéjsim vlivim. Tyto vlivy shledavaji autofi jak primo v prostredi $kolni tridy,
tak i v Sirsim makrosocialnim kontextu. V mikrosocialnim pohledu je rezistence vni-
mana jako reakce na opresivni prvky skoly, napriklad primo na uéitele ¢&i na zakim
vzdalené kurikulum (Dickar, 2008). Mnohdy je snahou zak( skrze nevhodné chovani
vzbudit pozornost ucitele (Gootman, 1997). Nudny vyklad ucitele, jeho prilis nizké
naroky (Holt, 1984), nebo naopak naroky prilis vysoké mohou také k nevhodnému
chovani zaku prispét (Bryant & Bates, 2010). Zaci mohou byt ve tiidé rezistentni také
proto, ze podoba vyucovani neodpovida jejich mentalnim modelim uceni a prekon-
ceptim, které si do tridy prinaseji (napr. role ucitele a Zakd, cil vzdélavani atd.)
(Brookfield, 2006). Ve tridé muze dojit az k aktivnimu odporu vici ucitelové osobé.
V takovém pripadé ,,zaci voli aktivni bojové strategie (nekazen, vulgarita, odmitani)
a strategie pasivni rezistence (apatie, nezajem, nespoluprace)* (Capek, 2010, s. 76).
Rezistence Zakul vudi uditelim miZe tedy byt dana neadekvatnimi poZzadavky ucitele.

V makrosocialnim pohledu zaznivaji v interpretaci rezistentniho chovani kritické
pohledy na reprodukci socialni nerovnosti ve skole, zejména skrze skryté kurikulum4.
PrestoZe rezistentni teorie pracuji se socialni reprodukci, od teorii reprodukce se
odli$uji. Zatimco reproduktivisté ve svych teoriich popisuji, ,,co Skoly délaji Zakam*
(Bernstein, 1996; Bourdieu, 1977; Bourdieu & Passeron, 1990; Freire5, 2000), rezis-
tentni teorie (Giroux, 2012; McLaren, 1985; McLaren, 2006) ukazuji, ,,co zaci délaji
uciteldm a skolam“, neboli jak vzdoruji dominantni kulture a také jak interaguji
s reprodukci norem ve skole (Dickar, 2008). Oproti deterministickym reprodukcnim
teoriim tak pojimaji Zaky jako aktivni aktéry, kteri skrze rezistenci mohou ovlivnit
opresivni struktury. Mnohé rezistentni teorie vyvstaly z vyzkum( v 70. a 80. letech
20. stoleti. Zasadni byla napriklad Willisova studie Learning to Labour (1977) za-
chycujici zesmésnovani skoly chlapci z délnickych rodin jako aktivni strategii vaci
tomu, aby je Skola socializovala jako poslusné délniky. Na divky z délnickych rodin
se zamérila McRobbie (1978), ktera se zabyvala rezistenci u divek v kontextu pre-
jimani role zeny ve vlastni kulture. Dospéla k tomu, ze divky si hraji na rozdil od
chlapcl ve sféfe soukromé a to je pfipravuje na budouci roli manzelek a matek

3 Udélovani nalepek je dle etiketizacni teorie stigmatizaci, ktera ovliviiuje dalsi drahu nalepkova-
ného. Etiketiza¢ni teorie pfedpoklada, Ze oznackovani urcitého chovani za deviantni mize ovliv-
novat lidské chovani. Etiketizacni teorie proto rozeznava primarni a sekundarni deviaci. Primarni
deviace je prvotnim porusenim socialnich norem, které mdze mit jednorazovy nebo epizodicky
charakter. Sekundarni deviace pak vznika vlivem reakce okoli (zejména oficialnich agentu socialni
kontroly) na tuto primarni deviaci. Jednoduse receno - pod vlivem nalepky devianta takto zacne
Clovék sam sebe vnimat a zacne se chovat jako deviant (Hrcka, 2000).

4 Jako skryté kurikulum muzeme definovat vée, co neni naplanovano a postiZzeno ve formalnim
kurikulu (Manak, 2007). V kritickych teoriich je skryté kurikulum vnimano jako prvek, ktery slouzi
reprodukci dominantniho systému.

5 Freire neni razen mezi teoretiky reprodukce. Jeho koncept bankovniho vzdélavani, kde ucitelé
vkladaji poznatky zakim mechanicky do hlavy jako do néjaké banky (Freire, 2000), vSak rezonuje
s myslenkami reproduktivistd.
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v patriarchalni spolecnosti. Divky, které zkoumala, tvorily kontrakulturu a chovaly
se rezistentné ve vztahu ke kulture skoly i k socialnim normam jako oblékani, vztahy
s chlapci a nazory na siatky. Tyto divky vytvari kulturu odmitnuti opresivni ideologie
muzské dominance. McRobbie tak konfrontovala Willistiv predpoklad, Ze rezistence
se vyskytuje pouze u bilych muzd (Hall, 2001). Na otazku rasy a rezistence pak na-
vazali Fordham a Ogbu (1986). Popsali vnimani akademického Uspéchu cernosskymi
studenty jakoZto zaleZitosti bilych a v disledku toho rozvinuti rezistentnich strategii
vici Skole zachovavajicich ¢ernoskou identitu (in Dickar, 2008). Zasadni role kultury
v rezistenci vyvstava ve studii Teacher as an Enemy (1987) na vyrazném prikladu
ucitele, ktery prichazi zvnéjsku do indianského kmene Kvakiutli (Wolcott, 1987).
Soucasné vyzkumy ilustrujeme na prikladu rezistentnich strategii student( na stfedni
odborné skole v americkém ruralnim Ohiu. Na mistni stfedni Skolu prichazi ucitelé
z mésta s cilem poskytnout Sirsi vzdélani. Studenti jsou vSak Uzce svazani s rodinou,
kterou nechtéji opustit a ktera je podporuje v tom, aby si nasli malo placenou
praci v zemédélské lokalité. Studenti proto posuzuji stredoskolské kurikulum jako
irelevantni, maji pocit, ze jim ucitelé nerozumi, a nékdy pro né nejsou adekvatni
ani normy $koly.6 Z dynamiky rodiny, ucitell a student( pak vyvstavaji rezistentni
strategie ve tridé, kterymi studenti chrani svoji kulturu. Mze se zdat, Ze vyzkumy
rezistence jsou vztazeny zejména k vyssimu sekundarnimu vzdélavani. Rezistenci
vsak lze zkoumat na vSech vzdélavacich stupnich. Uz v predskolnim vzdélavani se
tématem rezistence jako reakce na nevhodné pozadavky skoly zabyvala napriklad
Dorr-Bremme (1992).

Teorie rezistence prosly uz od osmdesatych let minulého stoleti vyraznou kritikou,
ktera upozornovala na to, Ze ne vzdy je mozné rozlisit rezistenci zakd od pouhého
délani neporadku ve tfidé, Ze nelze dokazat, Ze toto chovani zaka je vyvolano napr.
rasovym Utlakem ucitele, Ci Ze tyto teorie presouvaji debatu z oblasti vzdélavani
do $irsi oblasti rasismu a sexismu ve spolecnosti (McGlaughlin, Weekes, & Wright,
2002). Jednu z kritickych interpretaci uvedeného pojeti rezistence prinasi v ceském
prostiedi i Sed'ova (2011), ktera upozoriiuje, Ze rezistence mize byt jen rétorickou
figurou, skrze kterou prenaseji zaci odpovédnost za své chovani na uitele (Sed'ova,
2011). Presto je podle Fady autor( Zakovska rezistence vyznamnym a uZiteénym
teoretickym konceptem. Doklada to také premira vyzkumu zakovské rezistence,
zejména ve spojeni s genderem a rasou (Arnot & Mac An Ghaill, 2006).

Pojem rezistence tedy uzivame, ac¢ jsme si védomi, ze zminéné priciny rezistence
zdaleka nejsou vyhradni a ze pojem rezistence ma své metodologické limity. Teorie
rezistence vsak ukazuji, jak vyznamné jsou mocenské vztahy mezi ucitelem a zaky
a jak komplexnim problémem muzZe nevhodné chovani ve Skolni tfidé byt. PrestoZe
se rezistentni chovani mnohdy projevuje jako nekazen, ne kazda nekazen je re-
zistenci. Rezistentni chovani jsme ukazali jako chovani, které zahrnuje soutézeni

6 Student Cody o vikendech pracoval na farmé a chodil na lov. Jednou v pondéli zapomnél svij
lovecky nz v batohu a prinesl ho do Skoly. Protoze skolni rad zakazuje noseni zbrani do Skoly, byl
Cody vyloucen. Toto vylouceni vnimal jako nespravedlivé, protoze niz do Skoly neprinesl zamérné
(Hendrickson, 2012).
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0 moc a zpochybnuje legitimitu Skoly obecné a legitimitu dilCich instrukci konkrétné
(McLaren, 1985). Pravé moc je tim, o co Zaci skrze rezistentni chovani hraji.

1.2 Rezistence jako soutéz o moc

Moc ve skolni tfidé mizeme definovat jako kontextové vazané usporadani, v jehoz
ramci ucitel i Zaci vzajemné ovliviiuji své postoje, hodnoty a jednani (Salamouno-
va, Bradova, & Lojdova, 2014). Jedna se pritom o dynamicky a proménlivy proces.
V ramci jedné vyucovaci hodiny dochazi k opakovanému (re)konstruovani mocenské-
ho usporadani mezi uciteli a Zaky napri¢ jednotlivymi situacemi a aktivitami, v pro-
storovém kontextu $kolni tridy a politicko-ekonomickém kontextu uciteld a skolni
lokality (Winograd, 2002).

Na rozdil od konceptu autority tedy koncept moci akcentuje schopnost ,,ovliviio-
vat“ nejen u ucitele, ale i u zakd. Tzv. mocenské konstelace, ve kterych ziskavaji
prevahu Zaci, priblizuje Sed'ova (2011). Toto ovliviiovani v rukou zak( nemusi byt
negativni. Je napriklad soucasti demokratickych procesu ve tfidé. Je vsak ziejmé,
Ze takové usporadani klade vyssi naroky na ucitele a zejména pro zacinajici ucitele
je velkou vyzvou. Pokud se mocenské usporadani zcela vymkne ucitelové kontrole,
tézko jiz maze naplnit didaktické cile.

V tomto textu se zamérime na mocenské usporadani ve dvou diskursech (Bern-
stein, 1996) - v didaktickém (ktery urcuje, jaké znalosti budou zZakim predavany)
a regulativnim (tento diskurs definuje pravidla socialniho chovani ve tridé). Didak-
ticka oblast je Ustredni pro cely proces vyucovani. Nelze vSak opomenout, Ze se ten-
to proces odehrava v socialnim kontextu, ktery didaktickou oblast ovliviiuje.? Zaci
mohou intervenovat do obou diskurst - do didaktického (napr. spolurozhodovanim
o0 obsahu vzdélavani) i do regulativniho (napr. tvorbou pravidel ve skolni tfidé). Tyto
demokratické procesy jsou v dnesnich tridach bézné. Ve chvili, kdy se zaci dostanou
do konfliktu s ucitelem, mohou vyvijet pasivni ¢i aktivni rezistentni chovani v obou
diskursech. Pro studenty na praxi a zacinajici ucitele je stéZejni vyrovnat se zejména
s rezistenci zakd v regulativnim diskursu. Studenti na praxi sice ¢asto zpochybnuji
svoji odbornost (didakticky diskurs), avsak ta neni vyhradnim ukazatelem pro jejich
dalsi rozhodovani o vstoupeni do profese ucitele. Pochybnosti o vlastnim zvladnu-
ti role ucitele vyvstavaji zejména s jejimi socialnimi charakteristikami (Lojdova,
2014), jejichz soucasti je i prace s rezistenci zaka v regulativnim diskursu. Na rezis-
tenci lze pritom nahlédnout ve dvojim svétle - jako na brzdu i prilezitost pro uceni.

Je patrné, Ze rezistentni chovani zakud je mnohdy v rozporu s normami instituce
Skoly. Rezistentni chovani mize rusit vyuku a narusovat cely vychovné-vzdélavaci
proces. PUsobi tak komplikace uditeli i ostatnim Zzakdm. Rezistentni chovani mize
byt $kodlivé i pro jeho pivodce. Takové chovani je vnimano jako chovani v rozporu
se Skolnim Uspéchem. Zaci mohou byt oznackovani jako neschopni ucit se (Kohl,

7 Jak uvadi Bernstein (1996), regulativni diskurs je didaktickému diskursu vzdy nadrazeny, nebot’
urcuje, jakym zpusobem k procesu predavani znalosti dojde. Oba diskursy se tedy v realité pre-
kryvaji. V teorii je vSak mizeme analyticky oddélit.
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1991), to muZe brzdit jejich rozvoj a vést az k jejich vylouceni &i prefazeni do
jiného typu skoly.

Na druhou stranu uréita podoba a mira rezistence zakud je i Zadouci. Skalkova
zadouci rezistenci zakd popisuje z didaktického hlediska a vztahuje ji k dominantni
konzumni kulture: ,,Soucasti Usili Skoly o rozvijeni tvorivosti je, aby zak byl rezistent-
ni vaci konformnim vlivim (ve smyslu konzumni spolec¢nosti), aby se sam ucil volit
a hodnotit podle vlastni hodnotové orientace* (Skalkova, 2007, s. 164). Transfor-
mativni pojeti rezistence upozoriuje, ze revolucionari a kriti¢ti myslitelé byli ¢asto
hybateli déjin. Rezistentni Zaci tak mohou byt aktéry socialni zmény, ktera mize
byt (ale nemusi) zménou k lepSimu. Rezistence mlze byt zplnomocnénim zaka za
jejich prava, jak popisuje Solorzano na prikladu chilskych studentd, ktefi protestuji
za kulturné relevantni kurikulum (in Case, 2013). Pokud rezistentni strategie neni
prvoplanovym rusenim, ale reakci na socialni nerovnosti manifestované ve skole, pak
Zaci, ktefi proti nerovnostem revoltuji, rozviji sami sebe (Dickar, 2008). Rezistence
neprispiva jen k uceni se v daném predmétu, ale hraje roli v SirSim procesu soci-
alizace. Poskytuje prilezitost, aby se Zaci ucili o povaze moci, legitimité autority,
poslusnosti i odmitani (Hedges & Schneider, 2005). Rezistence je prilezitost k uceni
sama o sobé (Everhart, 1983).

Béhem prvnich let ucitelské praxe je vsak pro ucitele obtizné vnimat rezistenci
jako prilezitost k uceni zaku i uitele samotného (Vetter et al., 2012). Ucitelé jsou
v takovych pripadech na pochybach, zda maji zménit instrukce, nebo cekat, zda
nekomfortnost situace povede zaky ke zméné chovani (Bryant & Bates, 2010). Tato
nekonformnost a nejistota mize byt pro Zaky dle Friedmana (1992) vyzvou ke zmé-
né jejich typického mysleni a chovani. Zména rezistentniho chovani pritom mdze
byt pro Zaky prinosna, jak uvadi ve vyzkumu rezistentnich zak( z Ohia Hendrickson
(2012, s. 47): ,,Z4ci mohou dosahnout vyssiho vzdélani a zadit podnikat v lokalité.
Studenti, kteri pljdou na univerzitu a vrati se pak do lokality, mohou posilit jeji zi-
votaschopnost.“ Zaroven je tu i vyzva pro kurikulum, které by mélo byt vice lokalné
relevantni, aby premostilo rozdil mezi skolou a lokalni komunitou. To je vsak kol
presahujici moznosti studentu na praxi. Pro studenty a zacinajici ucitele je stézejni
vytvoreni individualnich kazerskych technik (Sed'ova, 2011), s jejichZ pomoci mohou
zasahovat do mocenského usporadani ve trideé.

2 Metodologie

V podzimnim semestru 2013 se na Pedagogické fakulté Masarykovy univerzity rozbéh-
la nova koncepce ucitelskych praxi pro navazujici magisterska studia ucitelstvi, ktera
prinesla posileni ¢asové dotace pro vykon praxe. Studenti praktikovali na 2. stupni
zakladnich kol dva dny v tydnu v pribéhu celého semestru, celkova dotace praxe
byla 100 hodin. Jednalo se jak o brnénské fakultni Skoly, které prevazovaly, tak
i o Skoly dle vlastni volby studenta. V prabéhu praxe si studenti vedli denik, jehoz
obsah byl pfedmétem reflektivnich seminard na fakulté.
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Deniky z praxe studentl obsahuji mnozstvi podob rezistentniho chovani zakd,
se kterymi se studenti na praxi setkali. V pribéhu c¢teni denik( vzesla vyzkumna
otazka, ktera znéla: ,,Jaké podoby rezistentniho chovani zaku studenti na praxi za-
znamenavaji?“. Do vyzkumu bylo zahrnuto 58 deniki z praxe student( navazujiciho
magisterského oboru Ucitelstvi obcanské vychovy (v kombinaci s druhym oborem)
na Pedagogické fakulté MU. Vyzkumny vzorek tvorilo 42 studentek a 16 student(
vykonavajicich praxi v podzimnim semestru 2013.

Z metodologického hlediska je tfeba poznamenat, ze denikové zaznamy nejsou
reprezentaci skutecnosti, nybrz jeji konstrukci tvdrci denikd. Avsak i tyto pribé-
hy mohou byt socialnimi védami zkoumany, nebot’ reprezentuji lidskou zkusenost
(Sed'ova, 2013). V ucitelském vzdélavani je poznani subjektivnich teorii jednim
z predpokladd uspésného profesniho rozvoje (Korthagen, 2011), a jejich zkoumani
by tak mélo mit v pedagogice své misto i presto, Ze tyto poznatky nejsou objektivni
charakteristikou reality.

Analytickym postupem bylo oteviené kodovani dat z denikd, nasledné probéhla
kategorizace kodu (obrazek 1).

3 Vysledky vyzkumu

Studenti na praxi se setkavaji s riznou podobou a silou rezistentniho chovani zaku.
Toto rezistentni chovani je vztazeno k nim samym i ke cvicnym ucitelim, ke kterym
chodi studenti na naslechy. Role ucitele a studenta na praxi ve $kolni tfidé muze
byt odlisna, jak budeme diskutovat u nékterych projevu rezistentniho chovani zaku,
avsak v obou pripadech se jedna o projev rezistence vici agentovi socialni kontroly
(Lojdova, 2014), ktery jednoti nas pohled na rezistenci.

Rezistentni chovani je proto utfidéno od pasivniho pres aktivni rezistenci az po
chovani agresivni. Jak bylo uvedeno vyse, vsechny tyto podoby rezistence se odehra-
vaji v didaktickém i regulativnim mocenském diskursu. Na obrazku 1 proto ke kazdé
intenzité rezistence uvadime jeji podobu v obou mocenskych diskursech.

Typ rezistentniho chovani Mocensky diskurs
Didakticky diskurs Regulativni diskurs
nizka Pasivni ignorace obsahu ignorace ucitele
Intenzita Aktivni proména obsahu vyjednavani vyjimky
rezistence z pravidel
. Agresivni Utok na obsah Utok na normy nebo jejich
vysoka reprezentanty

Obrazek 1 Rezistentni chovani zak( ve Skolni tridé zaznamenané studenty ucitelstvi na praxi

109



110

Katerina Lojdova
3.1 Pasivni rezistence

Didakticky diskurs

Pasivni rezistence zahrnuje oproti aktivni rezistenci méné primocary pristup. Ve
Skolni tfidé to muze byt neochota, podvadéni a ignorace pozadavkd ucitele (Rich-
mond & McCroskey, 1992). MozZnou pasivni rezistenci v didaktickém diskursu zazna-
menal ve svém deniku student Kamil: Pan ucitel Zakam ukazuje zdroj, HDD, zdkladni
desku, procesor atd. Vétsinu komponent( nechd kolovat, a Zdci si je tak mohou
prohlédnout. Vsimdm si, Ze kluci tak Cini se zaujetim, naproti tomu holky to moc
nezajimd. (Kamil)

Pasivni rezistence je nejcastéjsim projevem odporu zaku (Case, 2013), je vsak
také projevem nejobtiznéji konceptualizovatelnym. Z hlediska vymezeni rezistence
jako soutézeni o moc se muze jevit nejslabsi kategorii, protoze zaci na ovlivnéni
déni v tomto pripadé de facto rezignuji. Pasivni strategie proto interpretujeme jako
nejmirnéjsi projev rezistence. | presto je to dllezita kategorie, ve které vyvstava
mimo jiné otazka relevance kurikula pro zaky. V uvedené ukazce o ni mizeme uva-
zovat z hlediska genderu. Ucitel nezaujal obsahem divky nebo divky jsou k obsahu
rezistentni z SirSich dGvodu jejich genderové socializace. Pri¢iny mohou byt riznoro-
dé, jejich disledkem dochazi ke strategii ignorace obsahu, kterou oznacujeme jako
pasivni rezistentni chovani v didaktickém diskursu. Pochopitelné se ignorace obsahu
netyka jen divek a pocitaovych komponentu. Setkali se s ni snad vsichni studenti
na praxi: Oni v podstaté se nezajimaji o nic. Vse je nudi a na vsechno rikaji - proc¢
se to mdm ucit, kdyZ to k nicemu nepotrebuji. (Karla)

Jako dlvod pasivni rezistence zde studenti pojmenovavaji zminénou irelevanci
kurikula pro Zaky. Ta miZe byt dana jak nastavenim kurikula ve $kolnim vzdélavacim
programu, tak i tim, jak ucitel vzdélavaci obsah zakim zprostredkovava. V nepo-
sledni fadé jsou tu strukturalni podminky - kurikulum mize byt pro Zaky irelevantni,
protoze neodpovida jejich potfebam, ¢i z jinych socialné-kulturnich divodus.

Regulativni diskurs

| v regulativnim diskursu studenti narazili na fadu pasivnich rezistentnich strategii.
Pokud v didaktickém diskursu Zaci ignorovali obsah, pak v regulativnim diskursu byla
castym projevem rezistence ignorace ucitele: BohuZel nékteré divky se mezi sebou
bavily velmi hlasité a napomindni nemélo Uspéch. KdyZ jsem se ptal uciteld, tak
jsem se dozvédél, Ze tyto divky jsou zndmd firma, a jejich ignorace ucitel( je na
velmi vysoké urovni. (Tomas)

Ignorace ucitele se zde projevila rusenim, ale mize mit i nenapadnéjsi projevy -
nepozornost, vykonavani jinych &innosti atd. Casto ma neverbalni podobu: Roman
se na ucitelky i na nds divd vyloZené zabijdckym pohledem. (Lenka)

8 Duvody, pro¢ Zaci o vzdélavaci obsah nemaji zajem, nemusime interpretovat jen skrze teorie
rezistence popsané vyse. Jiny pohled prinasi napriklad Foucaulttv (2002) vztah moci a védéni
jakozto abstraktni sily, ktera urcuje, co bude obsahem védéni. V pojeti Younga (2007) se otevira

perspektiva socidlniho realismu, skrze kterou nahlizi na irelevanci kurikula z hlediska produkce
védéni.
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Indikatorem ignorace ucitele mize byt jak ruseni, tak i ticho: Zdci v zadnich
lavicich se bud’ mezi sebou bavi, nebo jen ml(¢i. (Jarmila)

Jako pasivni rezistenci jsme predstavili ignoraci obsahu a ignoraci ucitele. Zaci
mohou preferovat pasivni rezistenci ze dvou divodu: 1) Pasivni strategie mohou
lépe fungovat. Zaci mohou byt v rezistenci, aniz by ucitel tuto rezistenci rozpoznal.
2) Pasivni strategie vice odpovida ocekavani od zakovské role. Skola socializuje spise
k poslusnosti. Pasivni strategie zaku tak mohou byt i pro uitele prijatelnéjsi, proto-
Ze méné rusi tridu a netlaci ucitele do néjaké podoby primého boje o moc (Richmond
& McCroskey, 1992). Case (2013) uvadi, ze pasivni rezistence je ve tridach castéjsi
nez rezistence aktivni. Higginbotham (in Case, 2013) dodava, ze k pasivni rezistenci
se Castéji uchyluji zaci z méné privilegovanych socialnich skupin. Tento predpoklad
nas vyzkum nezaznamenal.

3.2 Aktivni rezistence

Didakticky diskurs

Aktivni rezistence jasnéji odkryva aktualni rezistentni snahy a také vice objasnuje
mozné priciny rezistentniho chovani (Richmond & McCroskey, 1992). Nejprve pribli-
Zime aktivni rezistenci v didaktickém diskursu. Zde mdze dojit k proméné obsahu,
ktera se odehrava jak skrze jeho rozvijeni, tak i skrze jeho rozporovani.

Rozvijeni a rozporovani obsahu se déje otazkami a komentari zakd, které jako pri-
klad aktivni rezistentni strategie uvadi rada autor( (Case, 2013; Richmond & McCros-
key, 1992). Rozporovaci otazku od zaka zaznamenala na naslechu studentka Jitka:
Pani ucitelko, ja musim nesouhlasit, hrady a zdmky nejsou stdtnim majetkem, co
restituce? (Jitka)

Pravé otazky a komentare Zaku byvaji razeny ke konstruktivnimu rezistentnimu
chovani, které mohou proces uceni akcelerovat. Presto i tyto konstruktivni strate-
gie ucitelé vétsinou nemaji radi a povazuji je za destruktivni (Case, 2013). S tim,
jak otazky od zakd vnima, se svérila studentka Mirka svému deniku: Nad vsemi ale
vyCnival chlapec, ktery se mé neustdle na néco vyptdval. Chvilemi jsem si nebyla
jista, jestli mé jenom nezkousi, ale myslim, Ze ho to vazné zajimalo. Dostali jsme
se tak v tématu jinam, neZ kam jsem ptvodné predpoklddala. (Mirka)

Pro ucitele maze byt takové chovani zaku vyhodné. Podle Raneye (2003) se vétsi-
na vysokoskolskych pedagogt shodne, Ze nejlepsi jsou takové hodiny, které naberou
necekany smér a otevirou nové perspektivy uvazovani o predmétu. Prestoze tato
strategie je cenéna predevsim vysokoskolskymi pedagogy, i otazky zak( zakladni
Skoly mohou vyuku dynamizovat a pFivést ji k novym obsahim. Pro studenty na praxi
muze byt vSak takova situace neCekana: Dosli na téma potrati a Zdci se na toto téma
hodné vyptadvali, dokonce je zajimalo do detailu, jak probihd samotny zdkrok, cozZ
mé prekvapilo, Ze je takové véci v Sesté tridé zajimaji. (Karla)

V uvedeném prikladu se jednalo o téma, které zaky zaujalo, a chtéli se o ném
dozvédét vice, proto se je snazili svymi otazkami rozvijet. V denicich jsou také
zachyceny situace, kdy se studenti ve vyuce setkali s rozporovdnim obsahu. Tako-
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vou ,,pasti“ pro studenty obcanské vychovy je romska problematika, nebot’ v Ces-
ké spolecnosti panuji silné protiromské postoje (BIS, 2013). Lenka zaznamenala ve
svém deniku tuto zkusenost: U porusovani lidskych prdv jsme se dostali k holocaustu
a rasismu. Dalo se oCekdvat, Ze se zvedne vina nevole proti Romim ze strany Zdkd.
Myslim, Ze jsem jim nedokdzala vysvétlit, proc rasismus neni sprdvny, toto téma je
pro mé sloZité. (Lenka)

Z4ci zde rozporovali obsah, ktery student na praxi do vyuky pfinesl, coz je pro
zacinajiciho ucitele obtiZné z hlediska didaktického (odbornost) i regulativniho (fi-
zeni tridy). V nékterych pripadech dokazali Zaci ucitelem zamysleny obsah zcela
proménit: Zadala jsem jim samostatnou prdci, kterd spocivala v tom, Ze méli na
jednu pllku listu psdt vyhody, které jim chozeni do skoly pfindsi, a na druhou pilku
nevyhody. Néekteri Zdci vypracovali ukol velmi hezky, ale jini se vibec nesnaZili.
Prikladem je Jenda, ktery mél v nevyhoddch 5 bodu tykajicich se uciteld (nendvidim
nékteré ucitele, zli ucitelé...). (Draha)

Zajimava je zde interpretace studentky Drahy, nebot’ rezistentni chovani vnima
tak, Ze zak nepracoval. Zak viak uprednostnil tu ¢ast zadani, ktera pro néj byla
z néjakého ddvodu relevantnéjsi a kterou potreboval vyjadrit. Pro studentku to
ale znamenalo nesplnéni pozadavki. V uvedeném prikladu rezistentni chovani zaka
smérovalo spiSe ke konfliktu. Proména obsahu v$ak mize byt i konstruktivni: Vojta
dokonce vymyslel jednu aktualitu na misté, navdzal na spoluzdka a sezndmil spolu-
Zdky s tématem hackerské mény - bitcoiny. (Andrea)

Regulativni diskurs
V regulativnim diskursu se aktivni rezistence projevuje jako vyjedndvani vyjimky
z pravidel. Vyjednavani vyjimky z pravidel jako rezistentni chovani v regulativnim
diskursu se tyka ,,obchazeni“ pravidel a socialnich norem. Takovou vyjimku z pravi-
dla, Ze ve tridé se nebéha, vyjednaval se studentkou Drahou zak Tonda:

Draha: ,,Tonicku, nebéhej s plnou pusou po tridé, sedni si a najez se v klidu.“

Tonda: ,,Ale ja nemdm plnou pusu, jd ji mdm poloprdzdnou, takZe to zvldddm.“

Rada 74k usiluje o nonkonformitu ve $kolni tfid&, a pokousi se tak o vy&nivani
z davu. Jedna se o Zaky se specifickymi vzdélavacimi potfebami, kteri maji néjakou
diagnozu, ale i o Zaky, kterym Zadna porucha diagnostikovana nebyla ¢i o zaky na-
dané. Snaha o vyénivani z davu je nékdy spojena s vyjednavanim vyjimky. Zak sobé
i uciteli legitimizuje, pro¢ muaze pravidla porusovat, a vyc¢nivat tak z davu. Draha se
opét podélila o zkusenost s Tondou: Dnes si méli Zdci zaznacit, kterou povinnost Zdk(
povaZuji za opravdu dileZitou. Tonda si vybral tu, ve které stdlo, Ze povinnosti Zdku
je nevyrusovat ucitele ve vyuce. Pani ucitelka to komentovala slovy, Ze je opravdu
zvldstni, Ze si tuto povinnost vybral prdvé on. Tonda to vysvétlil, Ze pravé proto,
aby nevyrusoval, tak se nehldsi, protoZe tim ucitele rusi, ale kdyZ myslenku Fekne
nahlas na celou tfidu, nemusi se hldsit a pani ucitelka ho nemusi vyvoldvat. Zkrdtka
Tonda umi vse okomentovat a ze vseho se vykecat. (Draha)

Ve vyjednavani vyjimek a s nim spojeném vycnivani zaka z davu hraji dileZitou
roli intervence ucitele, které mohou toto chovani prevést i do jiné podoby rezisten-
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ce. Intervenci ucitelky v denikovém zaznamu studentky Karly presel zak z aktivni
rezistence do rezistence pasivni: KdyZ zlobil, presadila ho pani ucitelka primo pred
katedru. Jesté se predtim rozciloval, pro¢ to déld, protoZe on nic neudélal, a na
protest si nesedl do lavice, ale sedél napul v ulic¢ce. Tak ho pi ucitelka priméla, aby
si sedl do lavice, jak se patfi a na protest celou hodinu nic nedélal. (Karla)

Vlivem kazenského postihu presel zak, ktery vyrusoval (aktivni rezistence), do
pasivni rezistence. Tento postih vnimal zak jako neopravnény, proto pokracoval
v rezistenci, ktera mu byla umoznéna - v rezistenci pasivni. To muze byt vyhodnou
strategii pro ucitele i skolni tridu, nebot’ pasivni rezistence je méné rusiva nez re-
zistence aktivni.

Vyjednavani vyjimky z pravidel se nemusi tykat jen zajm( jednotlivych Zaka, ale
i zajma skupin. V jednom z denik( byla zachycena podoba demokracie v praxi, kdyz
Zaci aktivné vystoupili proti pravidlu, které povazovali za nespravedlivé: Do hodiny
prisli zdstupci Zdkovské iniciativy, kteri nesouhlasi s tim, Ze by se vytéZek jarmarku
mél rovnomérné rozdélit mezi vsechny tridy. Chtéli odpovéd’ spoluZdkd, zda jsou
pro nebo proti, a ptali se i pani ucitelky. (Lenka)

Zaci zde aktivné vystoupili za svoje zajmy, vstoupili do jednani s ostatnimi za Uce-
lem naplnéni svého cile. Takové rezistentni chovani je pro né zkusenosti, ze které se
mohou ucit, a mizeme o ni tak uvazovat v transformativnim pohledu na rezistenci.
Spise nez o destruktivni se jedna o konstruktivni rezistenci, na rozdil od situaci, do
kterych vstoupi agresivita.

3.3 Agresivni rezistence

Ac tomu nebylo Casto, na svych praxich se nékteri studenti setkali i s agresivni po-
dobou rezistence. Agresivita se stejné jako predchozi rezistentni chovani opét muize
odehravat v obou mocenskych diskursech. V didaktickém diskursu se jedna o utok
na obsah vzdélavani, v regulativnim diskursu o Gtok na normy a jejich predstavitele.
Nejprve uvedeme priklad Utoku na obsah, tedy rezistenci v didaktickém diskursu.

Didakticky diskurs

Neni tézké uhodnout, ze pokud zaci v ramci aktivnich strategii rozporovali obsah
tykajici se riznych mensin, v ramci agresivnich strategii tocili na obsah spojeny
s témito mensinami: Ddle dostali pracovni list tykajici se ndrodnostnich mensin.
Bylo tézké s nimi tento list délat, na problematiku rasismu reagovali docela ag-
resivné. (Lenka) PrestoZe ze zaznamu nevycteme konkrétni podobu téchto Gtokd,
ilustruje tento zaznam typ agresivné rezistentniho chovani k obsahu, se kterym se
zejména studenti obcanské vychovy mohou setkat a na jehoz reseni mnohdy nejsou
pripraveni.

Regulativni diskurs
Agresivni strategie v regulativnim diskursu se netykaji vzdélavaciho obsahu, ale
norem ve $kole a jejich reprezentantd. V krajnim pripadé muze dojit az k Utoku na
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normy a jejich reprezentanty, tedy na ucitele. Situaci Utoku na normy ve skole za-
chytil ve svém deniku Emil: Dle mého tam bylo nékolik okamzikd, kdy Zdaci prekrocili
urcitou mez kdzné. Ndslednd hodina OV uZ prekrocila hranice slusného chovdni a vy-
jadrovdni. Po presazeni Zdka za velmi nevhodné chovani v celé hodiné spadla Zdkovi
Zidlicka a triskla o zem, naceZ Zdk prohldsil nebo skoro zafval: zkurvend Zidlicka.
Ucitelka jen odvétila: Ondro, zamysli se nad svym chovdnim. Zdk jesté dodal néco
ve smyslu, vSak si mizZu rikat, co chci. Tim vse haslo. (Emil)

Situaci, kdy byl Utok zaméren primo na studenta, zazila pri asistovani zakovi a do
deniku zaznamenala Vladka: Uvédomuji si, Ze Zdk neddval pozor. Pak se zeptal,
co md délat doma, a protoZe se pani ucitelka vénovala jinému Zdkovi, zopakovala
jsem mu, co rikala. A on na mé vystartoval, Ze nejsem Zddnd jeho ucitelka, tak mu
nemdm co zaddvat ukoly. Velice se rozzlobil a kopnul lavici na mé. Tato uddlost mé
velice vydésila. (Vlad’ka)

Situace Utoku je v pripadé Vladky specificka tim, ze se jednalo o Skolu, kterou
navstévuji prevazné romsti zaci. Rezistentni chovani zde mze ovliviiovat odli$na
kultura zakd oproti kulture Skoly, coz akcentuji teorie rezistence v makrosocialni
perspektivé. V neposledni fadé je tu daleZité zminit i mikroperspektivu, konkrétné
roli studenta ucitelstvi ve skolni tridé. Ta byla poznamenana chybéjicim udélenim
formalni autority studentovi cvicnym ucitelem. Jednou z determinant podoby vstu-
pu do naroc¢ného prostredi skoly je cvicny ucitel. Cvicna ucitelka studentku zakim
nepredstavila a neudélila ji tim formalni autoritu (Lojdova, 2014). Prestoze je v lite-
rature zduraznovan také vyznam neformalni autority (ValiSova, 1998), bez formalni
autority nemohou studenti uplatnovat moc spojenou s roli ucitele ¢i asistenta.

4 Diskuse a zavér

Predstavena typologie rezistentniho chovani Zaku neni zcela nova, koresponduje
s délenim rezistence na pasivni a aktivni (srov. McLaren, 1985; Richmond & McCros-
key, 1992). Jedna se tak o rozsifeni typologie rezistence o dimenzi diskursu, ve
kterém se odehrava (didakticky, regulativni). V Ceském prostredi se navic autori
vénuji rezistenci zaku ojedinéle (srov. Makovska, 2011), proto provedeny vyzkum
obohacuje téma o data z ¢eského kontextu, kde napriklad specificky vyvstava otazka
rezistence romskych zaku.

Rezistentni strategie zaka studenti zaznamenavaji v didaktickém i v regulativnim
diskursu. V obou diskursech zachycuji studenti podoby rezistence od pasivity pres
aktivni rezistenci az po agresivitu. Nad projevy rezistence visi otazka, zda se jedna
o chovani konstruktivni, nebo destruktivni. Pojem rezistentni chovani casto vyvolava
negativni konotace. Prestoze lze vnimat rezistentni chovani jako chovani v rozporu
s normami skoly, muze byt také prostredkem rozvoje zaka, vyjadfenim jeho individu-
alnich potreb a reakci na strukturalni nerovnosti. ,,Rezistenci proto miZzeme chapat
jako konstruktivni, nebo destruktivni opozi¢ni chovani“ (Richmond & McCroskey,
1992, s. 86). Destruktivni rezistenci v denicich studentd reprezentovala zejména
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ignorace obsahu, ignorace ucitele, Utok na obsah a Gtok na normy a jejich repre-
zentanty. Naopak konstruktivni je rezistence tehdy, kdyz vede ke zlepseni prace ve
skole. V tomto vyzkumu ji reprezentovalo rozvijeni a proména obsahu skrze kladeni
otazek Ci korekci ucitele a vyjednavani vyjimky z pravidel pro socialni skupinu.
S oporou o teoretickou analyzu a vlastni zkusenosti z praxe Richmond a McCroskey
(1992) dodavaji, zZe pritom oba typy rezistence byvaji uciteli vnimany jako destruk-
tivni. ZkuSeni ucitelé by pritom na nékteré performativni rezistentni aktivity Zaka
napriklad nemuseli vibec reagovat nebo by mohli tato vystoupeni znacné odlisné
reflektovat. Proto je tfeba mit na mysli, Ze vysledky se vztahuji ke specifické sku-
piné studentd na praxi. Pro studenty na praxi je zvladani destruktivni i konstruk-
tivni rezistence zaka obtiznym Ukolem, a to v didaktickém i regulativnim diskursu.
V didaktickém diskursu studenti v disledku rezistence zpochybnuji svoji odbornost,
coz je vsak vede k perspektivni strategii dalsiho vzdélavani. Potykani se s rezistenci
zaka v regulativnim diskursu vsak mize byt diivodem pro zménu profesni drahy. Pro
pripravu budoucich uéiteld se tak ukazuje potreba zaclenéni tématu rezistentniho
chovani zaku do kurikula. To jisté nem(ze zajistit prevenci Soku z reality (Veenman,
1987), ale mGze vést studenty k tomu, aby se s takovym chovanim Zakd seznamili
pred vstupem do tridy a snazili se mu porozumét. Case (2013) doporucuje, aby zaci-
najici i zkuseni ucitelé hledali faktory, které zaky k rezistenci vedou, a poskytovali
jim prostor pro kritickou reflexi (Case, 2013). V realizovaném vyzkumu se jednalo
pouze o jednu z moznych vyzkumnych variant. Konfrontace s nahledem na rezisten-
ci u uciteld s delsi praxi by zrejmé prinesla odlisné vysledky. Avsak u zacinajicich
i u zkusenych uciteld lze pretavit rezistenci v prilezZitost k u¢eni bez porozumeéni
jejim pri¢inam jen obtizné. Kromé dlvodu rezistence je treba analyzovat také jeji
dynamiku. Data v této studii jsou pro analyzu dynamiky rezistence ve skolni tridé
limitujici. V ramci grantového projektu Moc ve skolnich tridach studentd ucitelstvi
(GA13-24456S) probiha také analyza videonahravek studentd na praxi ve $kolnich
tridach, ktera ma k rozpleteni dynamiky jevu vétsi potencial.
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Abstrakt: Empiricka studie je vénovana skrytému kurikulu v pribézich o zkuSenos-
tech studentd ucitelstvi se Skolou. Vysledkem narativni analyzy 88 studentskych
vypraveéni je identifikace dvou typua skrytého kurikula. Kritériem pro typologii je to,
zda se skryté kurikulum utvari mezi aktéry na riznych socidlnich pozicich ve Skole,
mezi kterymi je hierarchicky vztah, nebo mezi aktéry na stejnych socialnich pozicich
ve Skole, mezi kterymi je vztah nehierarchicky. Prvni typ je oznacen jako vertikalni
skryté kurikulum a utvari se mezi aktéry na odliSnych socidlnich pozicich ve Skole,
tedy nejcCastéji mezi uciteli a zaky. Vertikalni skryté kurikulum odhaluje konflikty
mezi Zaky a Skolou, které se objevuji zejména v hodnotové roviné, dale pak ritualy,
kterymi Skola hodnoty prosazuje, s tim souvisejici podobu moci skoly a rezistence
zaka vici této moci. V neposledni radé je soucasti vertikalniho skrytého kurikula
také bezmoc Skoly, a to v situacich, kdy maji Zaci ve Skole mocenskou pievahu. Dru-
hy typ skrytého kurikula je oznacen jako horizontalni skryté kurikulum a vztahuje
se k aktérlim na stejnych socialnich pozicich, tedy k Zakovskému kolektivu. Opét se
tyka zejména hodnot, které se Zaci ve Skole uci, tentokrat vsak ve tiidnim kolektivu.
Dochazi zde k vzajemnému vyjednavani identit zaki. V neposledni fadé je zachyceno,
jak do zakovskych vztahii zasahuji ucitelé, ktefi tak proménuji obsah horizontalniho
skrytého kurikula. Zavérem je diskutovan vyznam zkuSenosti ze skrytého kurikula
v pribéhu povinné skolni dochazky pro budouci ucitele.

Klicova slova: biografie, narativni analyza, skryté kurikulum, studenti ucitelstvi

»Je zvlastni, jaké zazitky a zkuSenosti nam dava Skola, instituce, ktera vy-
chovava budouci generace,” napsala jedna ze studentek pedagogické fakulty
v reflexi svého pribéhu ze zakladni Skoly. Reagovala tak na to, Ze mnohé skol-
ni zkuSenosti, které se zZakii osobné dotykaji, nejsou spojeny jen s formalnim
kurikulem. V soucasné pedagogické védé se uvazuje jak o formalnim, tak

1 Tento pFispévek vznikl s podporou projektu GACR GA13-24456S Moc ve $kolnich tFiddch stu-
dentii ucitelstvi feSeného na Katedie pedagogiky Pedagogické fakulty Masarykovy univerzity.
Autorka dékuje za poskytnutou podporu.
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i o skrytém kurikulu, nebot’ oboji utvari edukac¢ni realitu ve Skole. Koncept
skrytého kurikula je nyni dokonce na vysluni pedagogické védy. Odpovidaji
tomu nejen tisice ¢lankl v uznavanych periodikach, ale i samostatné kon-
ference a vyzkumna centra zamérena na tento fenomén (Kascak, 2011,
s. 30). Na druhou stranu zejména v Cesko-slovenské pedagogické védé skry-
tému kurikulu nebyla vénovana takova pozornost. Skryté kurikulum unika
peclivéjSimu pohledu a hlubsSim uvaham (Jirasek, 2009, s. 53) a ve vétSiné
publikaci se zpravidla popisuje jen povSechné, bez citovani autoritativnich
pramentl a bez diikladného empirického vyzkumu (Svaricek, 2008, s. 170).
Bomba (2013, s. 28) uvadi, ze vétSinou skoncime pri konstatovani, Ze skryté
kurikulum existuje a Ze si ho Zaci ve Skole osvojuji (srov. Kas¢ak & Filagovj,
2007). Cilem této studie je otevrit diskusi nad oblastmi skrytého kurikula
na zakladé empirickych dat.

1 Skryté kurikulum

Teoretické a metodologické uchopeni konceptu skrytého kurikula je pomér-
né obtiZné. Hranici mezi formalnim a skrytym kurikulem nelze jednoznac¢né
stanovit (Bomba, 2013, s. 28), nebot vztah formalniho a skrytého kurikula je
velmi proménlivy (Jirdsek, 2009, s. 54). V edukacni realité se oboji prekryva.
Ve Skole je v podstaté jen jedno kurikulum, které ma tii aspekty (Janik et al.,
2010, s. 13): (1) co je planovano (zamyslené kurikulum), (2) co je vyucova-
no (realizované kurikulum), (3) jakou zkuSenost si Zaci odnesou (dosaZené
kurikulum). Plsobeni skrytého kurikula se dle autort patrné nejvyraznéji
uplatiiuje v realiza¢ni formé. Kurikulum tedy soubézné obsahuje formalni
i skryté aspekty. Stejné tak proces uceni ve Skole nelze charakterizovat jen
skrze formalni vzdélavani, ale také skrze informalni uceni, nebot tyto pro-
cesy se také prekryvaji. [ v dlisledku této rozmanitosti edukacni reality neni
skryté kurikulum v pedagogické védé uchopeno jednotné.

Termin skryté kurikulum byl poprvé pouZit P. Jacksonem v roce 1968 k za-
chyceni disproporce mezi tim, co je ve Skolach vyucovano, a tim, co se Zaci
skutecné uci (Cotton, Winter, & Bailey, 2013, s. 192). Analytické pristupy
ke skrytému kurikulu pak byly Casto spojeny s kritickymi sméry, které od-
haluji, jak vzdélani reprodukuje nerovnosti ve spolecnosti.? Hemmingsova

2 Willisova (1977) Kklasicka studie zachycuje skryté kurikulum ve smyslu funkce $koly v soci-
alizaci chlapcti z délnickych rodin k tomu, aby se z nich stali poslusni délnici. Ke kritickému
pojeti skytého kurikula dale prispély zejména dvé McLarenovy publikace: Schooling as ritual
performance (1986) a Life in schools (1998). McLaren pojima skryté kurikulum jako tacitni
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(2000) shrnuje, Ze vyzkumnici skrze skryté kurikulum zejména popisovali,
jak se reprodukuji socialni, rasové a genderové rozdily.

Tyto studie mohou vzbudit mylny dojem, Ze skryté kurikulum je prostired-
kem indoktrinace zaki a je proto jevem Cisté negativnim. Tak tomu vSak nent,
skrze skryté kurikulum se Zaci u¢i mnoho pozitivniho. Ve vztahu ke vzdéla-
vani v Izraeli uvadi Dar (1995), Ze skryté kurikulum v tomto kulturnim kon-
textu podporuje prosocialni orientaci a pocit sounalezitosti. Valenta (2009,
s. 210) povazuje za soucast skrytého kurikula socialni dovednosti, které se
rozviji skrze socialni klima Skoly, ucitelské jednani a vzajemné vztahy, a to
prubézné, bez primého zasahu ucitele. Dale Lovat, Toomey a Clement (2010,
s. 305) poznamenavaji, Ze skrytym kurikulem se u€ime napriklad smyslu pro
humor. Skryté kurikulum samo o sobé proto chapeme jako hodnotové ne-
utralni pojem.

Skryté kurikulum spolu s Hargreavesem (1982) vymezujeme jako vSe, co se
Zaci ve Skole uci, a neni to zamérné komunikovano uciteli a Skolnim systé-
mem. SKkryté kurikulum miiZeme v obecné roviné chapat jako neoficialni pra-
vidla, rutiny a struktury Skoly, ve kterych se Zaci uci vzorce chovani, hodnoty,
nazory a postoje (Lovat et al., 2010, s. 304). Konkrétnéji lze aspekty skrytého
kurikula nalézt ve Skolnich normach, ceremonialech, ritualech, dokumen-
tech, zptisobech hodnoceni studentd, o prestavkach, na chodbach, na obédé,
ve volnocasovych aktivitach, skrze diskurs ve Skolni tride, atmosféru ve tri-
dé, kazensky systém, prostorové usporadani skolni tridy, v ucebnicich, a do-
konce i ve formalnim kurikulu (Cobanoglu, 2014). Formalni kurikulum mtiZze
fungovat také jako skryté, coz dobre ilustruji napriklad vyzkumy genderu
ve Skole. Jarkovska (2013) analyzovala mimo jiné hodiny sexualni vychovy,
jejichz hlavni napln sestavala z témat spojenych s reprodukci (menstruace,
poceti, porod). Zeny a jejich organy v téchto hodinach nevystupovaly v ak-
tivni roli na rozdil od muZii a jejich organt. Zenské t&lo bylo jen pasivni kuli-
sou pro muZzskou akci. Ve vztahu k formalnimu kurikulu je skryté kurikulum

zpusoby, kterymi se Zaci uci védéni a vzorce chovani, které jsou v souladu s dominantnimi
ideologiemi a kulturnimi praktikami. Tacitni jsou tyto zplisoby proto, Ze nejsou uciteli pla-
nované a uvédomované. Nachdazeji se za oponou planovaného kurikula, oficidlniho predmétu
a vzdélavacich materialli. V tomto smyslu miizeme chapat skryté kurikulum jako nezamérné
vystupy vzdélavani (McLaren, 1998). Také Aronowitz a Giroux (2003) pristupuji ke skryté-
mu kurikulu jako k prostiedku, skrze ktery dominantni kapitalisticka ideologie utvari Skolni
zKkuSenost a prispiva k reprodukci pracovnich sil mnohdy ,za zady“ zakd a ucitell. Kriticti
pedagogové Kincheloe a Steinberg (1997) dodavaji, Ze hodnotova reprodukce ve Skole spise
podporuje dominantni status quo nez potreby zakd.
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Casto spojovano s fenomény, které vyplyvaji z nerovnosti ve spolec¢nosti, jez
Skola reprodukuje nebo vytvari.

Je tedy zifejmé, Ze skryté kurikulum predstavuje neodmyslitelnou soucast
Skolni socialiazce. Skryté kurikulum a proces socializace ve Skole jsou uzce
provazané. Manak (2007, s. 45) spojuje skryté kurikulum s ptisobenim pro-
stredi, tedy s doménou socialiazce. Bulle (2008, s. 104) nahliZi na skryté ku-
rikulum jako na proces socializace skrze vzdélavaci systém, ve kterém jsou
zakiim zprostredkovany socialni normy a hodnoty dané spole¢nosti. Presto
tyto pojmy nezaménujeme a Skolni socializaci povaZujeme za Sir$i proces,
jehoZz vyznamnou soucasti je pravé skryté kurikulum a informalni uceni
ve Skole.?

Neékteré pristupy ke zkoumani skrytého kurikula jsme jiz naznacili, nyni je
shrneme. Je obtiZné urcit nejvhodnéjsSi metodologicky pristup ke zkoumani
skrytého kurikula. Literatura v§ak vypovida o tom, Ze vhodnymi pristupy jsou
zde pristupy kvalitativni, které jsou vice oteviené neznamému a dokazi roz-
liSovat jemné nuance socialni reality (srov. Cotton et al., 2013). Dominantni
misto ma zrejmeé zucastnéné pozorovani a etnograficky vyzkum. Zminéné
vyzkumy Jacksona a Willise byly charakteristické dlouhodobou interakci
vyzkumnika se Skolnim prostiedim. Soucasti etnografickych vyzkumi jsou
také rozhovory. VyuzZivanymi metodami byly nestrukturované rozhovory,
at’ uz jako soucast etnografickych vyzkumii, nebo samostatné. Ke zkouma-
ni skrytého kurikula byla vyuzita i videoanalyza, jak shrnuje Kasc¢ak (2011).
Nalezneme také vyzkumy zaloZené na focus group se studenty (Ozolins, Hall,
& Peterson, 2008) a ojedinélé nejsou ani biografické a narativni pristupy.
Ahweeova a kol. (2004) vyuzili pribéhy vysokoSkolskych studentii se skry-
tym kurikulem. BohuZel se nedozvidame, jaké bylo presné zadani pro psani
narativli ani jak probeéhla jejich analyza.

3 ProtoZze je skryté kurikulum spojovano s informalnim uc¢enim ve skole, v literature se také
objevuje pojem informdlini kurikulum, ktery se vztahuje k predavani informaci skrze interakce
mezi aktéry ve Skole (Fryer-Edwards, 2002). Pro skryté kurikulum neni vyznamné jen to, co
se ve Skole vyskytuje, ale také to, co v ni absentuje. K tématiim vyloucenym z kurikula se
vztahuje termin nulové kurikulum. JednodusSe receno, vyuCujeme i tim, Ze o né¢em neucime
(Margolis, 2002). Informalni ¢i nulové kurikulum povazujeme za soucast skrytého kurikula
a nevénujeme jim zde proto zvlastni pozornost.
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Biograficky a narativni pristup skytd moZnost studovat skryté kurikulum
perspektivou téch, kteri byli jeho primymi a kazdodennimi aktéry. Tim, Ze
jim aspekty skrytého kurikula ziistaly v paméti i po letech, kdy Skolu opustili,
lze usuzovat na vyznamnost téchto aspektli edukacni reality. Proto patrame
po subjektivnich zkuSenostech studentl ucitelstvi se Skolou, které odkazuji
ke skrytému kurikulu. Domnivame se, Ze tyto zkuSenosti tvori dtlezity pro-
stredek k utvareni jejich profesni identity. Cestou k odhaleni nékterych ob-
lasti skrytého kurikula se stala narativni analyza pribéht studenti ucitelstvi
o jejich zkuSenosti se Skolou.

2 Narativ a jeho analyza v pedagogice

vievs

ficky proces verbalni komunikace, ve kterém spolu interaguji nejméné dva
socialni aktéri: vypravec a posluchac. Nicméné pro vznik narativni struktu-
ry nestaci, aby sdélované udalosti byly razeny za sebou, musi byt i kauzalné
propojené (Hajek, Havlik, & Nekvapil, 2012, s. 202). Aby se to, co nékdo popi-
suje, dalo nazvat naraci, musi vypravéni obsahovat prvek zapletky. Zapletka
vytvari v pribéhu souvislosti, takZe se z néj stava celistvy sled rady prihod
(Ricoeur, 1985). Narativ se tedy od ostatnich textovych atvart odlisuje tim,
Ze je chronologicky (Chatman, 2000).

Vzhledem k vyzkumnému vyuziti narativli je tfeba se zamyslet nad vzta-
hem pribéhu a reality. Habl (2014) si klade otazku, zda pribéh realitu odha-
luje nebo ji utvari. Odpovéd shledava v tom, Ze se oboji nevylucuje. Pribéh
odhaluje usporadani reality a také ovliviiuje realitu pomoci slov. Pro nase
analyzy je podstatné zminit, Ze pribéh neni objektivnim odrazem reality.
Jak uvad{ Cermak (2002), pfibéh je nositelem interpretace, mnohdy tacitni,
neviditelné, je tudizZ jak faktem, tak interpretaci. Jedinec konstruuje minulé
udalosti a jednani v osobnich narativnich jednotkach, aby dal najevo urcitou
identitu a zpisob i vysledek tvorby svého Zivota. Cermak (2002) dale doda-
va, Ze pribéh je dobrou metaforou nejenom pro obecné meditace o jedinci,
ale i pro vyzkum. Narativita je podle néj hlavnim mdédem lidského védéni,
ac véda tento fakt dosud zcela nevstrebala. Presto se s narativem poji rada
problému. Zejména je to problematika porozumeéni (srov. Gadamer & Mik,
2010) a nespolehlivost. Nespolehlivost Kubicek (2007, s. 172) definuje jako
funkcéni védomé, uCelové a zamérné prekrouceni ¢i nedostatecné informo-
vani o pribéhu, jeho udalostech a postavach. Jedna se o vypravéci strategii,
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kterou Kubicek (2007) identifikuje na dvou rovinach: na roviné pribéhu (ne-
spolehlivy vypravéc) a na roviné vypravéni (nespolehlivé vypravéni). V lite-
rarnévednim kontextu zavisi rozpoznani nespolehlivosti na schopnostech
Ctenare, v socialnévédnim kontextu pak na vyzkumnikovi a pripadné i na Cte-
narich vyzkumné zpravy, pokud jim to umoZnuje kvalita prezentovanych dat.
Socialni védy i pies mnoha rizika nasly v narativech ,zdroj dat“ a zptsob hle-
dani porozumeéni socialni realite.

Vlna narativnich analyz vyvstala v socialnich védach v poslednich ¢tyriceti
letech (Rutten & Soetaert, 2013). Také pedagogické védy neziistavaji pozadu.
Narativni biografie a narativni vyzkum se zde vyuZiva od prelomu let osm-
desatych a devadesatych. Existuji vyzkumy Kkariéry ucitele zakladni Skoly,
kariéry ucitelek, vyjimecnych uciteld, psani pribéhi uciteli, Zivotni historie
ucitelek v dlichodu, dekonstrukce obrazu ucitelky jako matky ¢i zkoumani
autobiografickych zaznami uditeltt (Svari¢ek, 2009). V ceské pedagogic-
ké védeé k této metodologii prispéli napriklad Gavora (2001), Lukas (2006)
a Svaricek (2009).

Narativni analyzu kurikula odstartovali Connelly a Clandinin v poloviné
osmdesatych let. Conelly a Clandinin pracovali s uciteli, ktefi sdileli pri-
béhy, biografie, dopisy atd. Na zakladé této zkuSenosti vznikla vlivna pub-
likace Teachers as Curriculum Planners: Narratives of Experience (Connelly
& Clandinin, 1988), ve které autori dochazeji k nezastupitelnému vyznamu
zkuSenosti ucitele pro realizaci edukacniho procesu a planovani kurikula.
Jejich vyzkum byl prikopnicky ve své dobé také v tom, Ze na tvorbu kurikula
bylo nahliZeno zejména skrze vzdeélavaci politiku. Connelly a Clandinin ale
ukazuji, Ze kurikulum je tvoreno spise zkuSenostmi ucitelli nez vzdélavaci
politikou a jejimi dokumenty danymi shora (Kitchen, Parker, & Pushon, 2011,
s. 62). Soucasné narativni pristupy k oblasti kurikula jsou pomérné bohaté
arozriiznéné, mozna i proto, Ze sama oblast kurikula je velmi Siroka.

PrestoZe pedagogika vzala narativ v potaz jako soucast védeckého pozna-
ni i edukacni praxe, neni cela tato oblast bez problémi. Z metodologického
hlediska je nékterym textim v pedagogice vycitano, Ze se jedna o narativy
bez analyzy. Ctenaf v nich vétSinou nalezne vyznam, data jako p¥ibéhy jsou
ale jen pribehy, nejsou vyzkumem (Fowler, 2006). Autori ¢asto nespecifiku-
ji své metodologické pristupy. Prispivaji k tomu moZna i iniciatofi narativ-
nich pristupt v pedagogice Conelly a Clandinin, ktefi povazuji praci s nara-
tivy spise za zpusob uvazZovani o kurikulu neZ za védeckou metodu (Kitchen
etal, 2011, s. 50).
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Narativni analyza je pro nas presto zajimavym a uzitecnym prostiedkem pro
urcité typy vyzkumnych problémi v pedagogice. Mezi tyto vyzkumné pro-
blémy patri i skryté kurikulum, nebot’ jak uvadi Hafferty a O’'Donnell (2015),
narativni analyzu lze povaZovat za okno do skrytého kurikula.

3 Metodologie aneb jak zkoumat, co je skryté

Zkoumani skrytého kurikula je metodologicky obtiZné uZ z jeho podstaty,
nebot 1épe se zkouma to, co je zjevné (napr. pfimo pozorovatelné), nez to,
co je skryté. Skrytost vSak neznamena neodhalitelnost, ale spiSe nezjevnost,
protoZe relevantni Skolské fenomény nejsou prvoplanové, ale jsou viceméné
prekryté oficialnim diskursem (Kascak, 2011, s. 31). Skryté kurikulum od-
kazuje k brylim na ocich zainteresovanych osob (Kasc¢ak & Filagova, 2007,
s. 13). Paradox ,zjeveni nezjevného ¢astec¢né resi Portelliho (1993, s. 347)
teze, Ze ,zkoumani skrytého kurikula neni zaméreno jen na to, co je skryté,
ale mélo by smérovat k otazce kym a pro koho je to skryté“. To, co mize byt
védomé ¢i nevédomé skryté pro ucitele, miiZe byt naopak zjevné pro Zaka.
Pravé Zakovskou perspektivu jsme zvolili v této studii. S tim souvisi podoba
sebranych dat, ktera nejsou objektivnhim obrazem reality, ale subjektivnim
vnimanim Zaka. Tento charakter dat pritom nikterak nedegraduje jejich vy-
znam, protoze v zakovské perspektive tkvi to, co si Zaci ze Skoly odnasi (do-
sazené kurikulum).

Cilem vyzkumu bylo zjistit, s jakymi podobami skrytého kurikula se setkali
studenti Pedagogické fakulty MU v priibéhu svého primarniho a sekundar-
niho vzdélavani. Vyzkumny vzorek tvorili studenti bakalarského studia riz-
nych kombinaci oborti asistentstvi pro zakladni Skoly. Ve vzorku bylo celkem
88 studentd, kteri v podzimnim semestru 2014 navstévovali Seminar k teorii
a metodice vychovy. Datovy Korpus tvoii seminarni kol z tohoto predmétu®.
Ukolem bylo napsat vlastni piibéh, ktery zachycuje negativni zku$enost se
zakladni nebo stredni Skolou. Zde je tfeba zopakovat, Ze skryté kurikulum
zahrnuje jak pozitivni, tak i negativni jevy. Zaméreni na negativni jevy slouZi-
lo k zacileni vypravéni a také ke generovani piibéhi, které obsahuji urcitou

* Seminarni UKol se skladal ze tii krokd. V prvnim kroku studenti pouze deskriptivné popsali
svlij pribéh (a¢ nékteri pristoupili castecné k reflektivnimu psani). Proto jsou soucasti
datového korpusu také texty, které nemaji strukturu narativu. V druhém kroku se studenti
zamysleli nad svym piibéhem z pozice ucitele a ve tfetim kroku studenti srovnali perspektivu
zaku a uciteld v konkrétni situaci a formulovali doporuceni pro vlastni pedagogickou praxi.
Pro ucely analyzy bylo vyuZito pouze 88 ptibéhi z prvniho kroku tkolu.
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kontroverzi. Byl za nim mimo jiné prepoklad, Ze negativni zkuSenost odpovi-
da skrytému kurikulu v tom, Ze neni ve Skole vyvolavana zdmérné - na roz-
dil od pozitivni zkuSenosti, ktera je zamérem formalniho kurikula. Vychazeli
jsme také z toho, Ze skryté kurikulum miiZe byt v konfliktu s formalnim kuri-
kulem a také s hodnotami studenta (Hafferty & O’Donnell, 2015). Je vSak tre-
ba zminit, Ze rozdéleni jevil na pozitivni a negativni je nepiesné, nebot fada
negativnich zkuSenosti prinasela i pozitivni efekty a naopak. Mnoho vypra-
véni koncilo tim, Ze ,,vSechno Spatné je pro néco dobré* Zvolena metodologie
také nedokaZe zachytit vSechny aspekty skrytého kurikula, a to zejména ty,
které jsou spojeny s formalnim kurikulem. K jejich zkoumani by bylo treba
zamérit se na analyzu ucebnic ¢i Skolnich vzdélavacich programi. V narati-
vech je skryté kurikulum zkoumano predevsim skrze vypravéni o interakcich
ve Skole a o pravidlech Skoly.

Vzhledem k tomu, Ze narativy psali studenti druhého ro¢niku bakalarské-
ho studia, zachycuji subjektivni zkuSenosti z Ceské zakladni a stredni Skoly
v obdobi priblizné pred 2 aZ 15 lety. Zaméreni je Sirsi proto, Ze nebylo ci-
lem sebrat zkuSenost vztahujici se konkrétné k zakladnimu nebo stifednimu
vzdélavani, ale zkusenost, ktera je pro studenta z néjakého divodu vyznam-
na a tudiZ mu utkvéla v paméti. V datovém korpusu jsou bohaté zastoupeny
jak pribéhy z primarniho vzdélavani, tak i z niZsiho a vysSiho sekundarniho
vzdélavani (ISCED 1 - ISCED 3).

Zvolenym analytickym piistupem byla narativni biografie (srov. Svaricek,
2009). Nejedna se pritom o Zivotni pribéh (life story) jako celek, ale o oka-
mziky ze Skolniho prostredi, které respondenti chapou jako vyznamné (srov.
Makovska, 2011). Analyza dat probihala induktivné. Skrze oteviené kdédova-
ni byl text segmentovan na dilci jevy, které byly dale integrovany do vysSich
celkli a byly mezi nimi hledany vztahy (srov. Gavora, 2001). Anonymizovani
byli nejen autori, ale i vSichni aktéri pribéhi.

4  Vysledky vyzkumného Setreni

Nejen skryté kurikulum, ale i dalSi jevy a procesy ve Skolni tfidé jsou vétsi-
nou spojeny s osobou ucitele. UcCitel je kliCovym aktérem vzdélavani ve Skole.
Vysledky vyzkumu by se proto mohly vztahovat ke kategorii ucitel. K podob-
nému zjiSténi dospéla také Makovska (2011) ve vyzkumu moci v Zakovskych
vypravénich. Kategorii ucitel proto zamérné opoustime. Vysledky vyzkumu
prezentujeme ve dvou hlavnich kapitolach, které odlisuji skryté kurikulum
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dle kritéria hierarchi¢nosti pozic aktérii ve Skole, mezi kterymi se skryté ku-
rikulum utvari. Prvni kapitola zachycuje skryté kurikulum ve vztahu zaka
a predstavitelli instituce Skoly. Je tedy hierarchické a nazyvame ho vertikdl-
nim skrytym kurikulem. Druha kapitola popisuje skryté kurikulum vztaZené
k socializaci ve vrstevnické skupiné ve Skole, tedy predevsim ve Skolni tride,
ktera je charakteristicka nehierarchickymi vztahy. Oznacujeme ho jako hori-
zontdlni skryté kurikulum.

4.1 Skryté kurikulum a instituce skoly: vertikalni skryté kurikulum

Skryté kurikulum byva Casto spojovano s hodnotami, normami a ritualy
ve Skole. Hodnoty a normy obsazené ve skrytém kurikulu pritom mohou
byt v rozporu s hodnotami a normami v kurikulu formalnim. Pravé hodnoty
a normy ve Skole, které jsou do urcité miry konfliktni ve vztahu k formalnimu
kurikulu, néktera vypravéni odhalila. Priklad hodnotového konfliktu formal-
niho a skrytého kurikula uvedeme skrze prosocialnost, ktera byla obsahem
nékolika studentskych vypravéni. Ve formalnim kurikulu je prosocialnost
deklarovanou hodnotou stejné jako s ni souvisejici norma spoluprace. Avsak
v podminkach instituce Skoly jsou podoby prosocialniho chovani limitované.
Nékteri studenti popisovali pribéhy, ve kterych byli za prosocialni chovani
naopak potrestani. Takovy je pribéh Vlad'ky:

Zkratka jsem pomahala své kamaradce napsat domaci Ukol. Profesorka na to
prisla a dala nam obéma za ,5“ Moc jsem to nepochopila, vZdyt to byl domaci
tikol a stejné tak ji mohl doma pomahat nékdo jiny a neprislo by se na to. Sok pro
meé byl az to, kdyZ mi za to dala dvojku z chovani a kamaradce reditelskou dutku.

Nevime v jakych podminkach se zadani ukolu a potrestani obou aktérek ode-
hralo. Dilezité je vSak vnimani trestu, které Vlad'’ka popisuje jako Sok. Trest
tedy vnimala jako pfriliS prisny a hlavné neadekvatni svému chovani. Takovy
trest je pak spiSe povaZovan za nespravedlnost, nez aby bylo nahlédnuto
na to, proC by bylo vhodné na ukolu pracovat samostatné, jaky benefit by
z toho kamaradka mohla mit. K vychovnému efektu situace by spiSe prispélo
jeji porozumeéni aktéry nez pouze aplikace trestu. Pomoc a spoluprace zde
nemeéla své misto, ani po letech vsak Vlad’ka nevi proc.

Kromé hodnot a norem zahrnuje skryté kurikulum také ritualy. MlzZeme
vymezit dva protichiidné ritualy, a to ritudly diktdtorstvi a ritudly demokra-
cie. Vzhledem k zadani narativu prevladaji v datech ritudly diktatorstvi, coz
vSak v Zadném pripadé nekopiruje realitu skoly. Ritualy demokracie ve Skole
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popisuje napriklad vyzkum Kratochvilové (2014). Ilustrovat zde tedy bude-
me jeden z rituall diktatorstvi skrze metaforu ucitele diktatora, kterou po-
psala Karla:

Predchazela ji velmi nelichotiva povést. Jakmile se objevila na konci druhé chodby
a my uslyseli ten désivy klapot jejich bot, cela trida utichla a ¢ekala, co se bude
dit dal. KdyZ k nam pani Novakova dosla, prvni, co udélala, vykrikla: ,Jak si to
predstavujete stat tady jako néjaké hloupé stado! Je vidét, Ze blbost nechodi
po horach, ale po prvni bé! Od pristé budete stat ve dvou radach, a jakmile piijdu,
pozdravite!“ AZ teprve po tomto vystupu nas pustila do tfidy, kde ndm zac¢ala dlouze
vysvétlovat, jak bude probihat ivod kazdé nasi hodiny: ,Postavte se! Ja pozdravim
Good morning everybody! A vy odpovite Good morning, Mrs. Novakova!“ Jen
co jsme jako ovce odrikali tento pozdrav a dosedli na svd mista, uderila rukou
do stolu a svym hrubym hlasem spustila: ,U mé neexistuje demokracie! Budete
poslouchat to, co ja vam feknu, a co feknu, to také vzdy plati, takZe nechci slySet
Zadné vase nazory! Ted' si vezmeéte seSit a pisSte!”

Ucitelka dale dle narativniho zaznamu zakim nadiktovala pravidla, podle
kterych se maji v hodinach anglictiny chovat. V jednani ucitelky Novakové
je jistd zameérnost. Pravdépodobné usiluje o nastoleni kazné ve trid€, ktera
je nezbytna pro vytvoreni klimatu, ve kterém mize probihat uceni (Lewis,
2008). Avsak v perspektivé zaki k nastoleni kazné vyuziva ritualy, které au-
toritu ucitele posouvaji k autoritarstvi. Zaci tak skrze tuto ucitelku vnimaji
moc instituce, které jsou soucasti.

Vypravéni zrdcadlila moc instituce skoly, ktera vyznamné utvari skryté ku-
rikulum (srov. Kascak, 2006). Definice moci jakoZto moZnosti i schopnosti
ovliviiovat chovani jinych (srov. McCroskey & Richmond, 1983) ji v prostre-
di Skoly automaticky situuje ,,do rukou” ucitele (Makovska, 2011). Prestoze
ucitel je c¢asto onim zprostredkujicim prvkem, v této kategorii popisujeme
narativy, které nevypovidaji o jednom konkrétnim uciteli, ale maji tendenci
odhalovat nékteré aspekty moci Skoly jako specifické instituce. DiileZité je
hned na zac¢atku zminit, Ze pokud si moc predstavime jako $kalu vnimaného
vlivu Zaky (od velmi silného po velmi slaby vliv), vypravéni zachycuji obé
strany spektra - tedy moc i bezmoc Skoly.

V narativech o moci Skoly se objevuje vykresleni Skoly jako instituce, ktera
moc absolutné drzi, kde zZak je podtizen jeji libovili a nema pravo se odvolat,
i kdyZ vnima represi této instituce jako nespravedlivou. Celkové v tomto pri-
stupu prevazuje vymezeni ,my“ (Zaci) a ,oni“ (ucitel€é), kde Zaci nemaji pravo
na svij hlas. Moc skoly je pak percipovana jako bezmoc Zaka:
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Tenkrat jsme méli v Citance néjaky zajimavy text, ktery byl napsany jen jednou
vétou a ja si jako obvykle Cetla napred. Byla jsem uZ skoro u konce, kdyZ mé uci-
telka vyvolala. Obratila jsem stranku zpét, nebot jsem védeéla skoro presné, kde
jsme. Ona si to vSak vylozila tak, Ze neddvam pozor. Ani moje vysvétlovani, ani slzy
ji nepresvédcily o opaku. Velmi se rozzlobila a nechala mé po Skole cely ¢lanek
opsat. Text obsahoval asi 400 slov, ale pro osmiletého Zaka to byla prace minimal-
né na dvé hodiny. KdyZ na to vzpominam, opét se mi vybavuji néktera slova, bolest
ruky od psani a hlavné obrovska bezmoc. Nechapala jsem, pro¢ mi ucitelka nevéri
a tresta mé tak piisné. (Dana)

Dana sama sebe charakterizuje jako vzornou Zakyni, kterou vyucovani ba-
vilo, a v Ceském jazyce si texty Cetla napred, protoZe ji zajimaly. Tim se vSak
dostala do situace, kdy nedokazala okamzité reagovat na pokyn ucitelky
a byla za to potrestana. V pribézich bezmoci je trest samoziejmé vniman
jako nespravedlivy. V tomto typu piibéhi se studenti v disledku své bezmo-
ci citi ve $kole jako ,ob¢ané druhé kategorie“ Skola je skute¢né instituce se
strukturalni nerovnosti, ktera vyplyva i z jedné z nerovnosti ve spole¢nos-
ti - nerovnosti déti a dospélych (Pratto et al., 2008). K naplnéni této nerov-
nosti prispiva v edukacni realité pak i to, Ze pro Zaky a ucitele plati ve Skole
odlisna pravidla:

Ucitelka vstala a chystala se k odchodu. V tom si ale vS§imla bahna, které sem bylo
nasi tridou zavlec¢eno. Rozkrikla se: ,Kdo to sem taha?! VSichni mi hned ukazte
prezivky!“ Nad hlavy se zvedly prezlivky. BohuZel jen jedny ze triceti. ,VSichni
se hned padejte prezout, uklizecka to tady po vas nebude uklizet,” pravila pris-
nym rozc¢ilenym hlasem. , Tak to snad abyste Sla s ndmi,“ odpovédéla ji spoluzacka,
a pokynula hlavou na jeji koZené kozacky na vysokém podpatku. Ucitelka zasupé-
la: ,Co je to za drzost? Dej sem tiidnici, at’ ti tam miiZu napsat poznamku. Jak se
jmenujes?” ,Hlavackova,” odpovédéla. ,Ja jen, kdyZ vam tak zaleZi na praci pani
uklizecky, tak byste se taky mohla prezouvat.“ ,Ja se prezouvat nemusim, ja jsem
ucitel,” vykrikla ucitelka. ,A jaky je teda rozdil, jestli tu naslapu ja, nebo vy?“ Uci-
telka pravé dopsala poznamku. Stalo v ni: ,Je drza k uciteli.“ ,Vis, proc se ucitelé
nemusi prezouvat? ProtoZe ucitelé jsou chytrejsi nez Zaci!“ (Stanislav)

Tato stredoskolska ,historka“ vygenerovala argument, ktery se snazi (ne)lo-
gicky zdlivodnit nerovnost ucitele a Zaka ve Skolni hierarchii a s ni souvisejici
odliSné normy v danych socialnich pozicich. Aktéri na pozici dominance se
spiSe chovaji zplisobem, ktery jim umozni udrZzet dominanci, tfeba tim, Ze
produkuji vysvétleni, ktera ukazuji hierachii jako zdivodnénou. Oproti tomu
¢lenové podrizenych skupin se castéji chovaji zplisobem, ktery normy kon-
frontuje a snazi se propagovat rovnost (Saguy, Tropp, & Hawi, 2013). Proto
mohou Zaci normy zpochybniovat Castéji nez ucitelé.
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Hierarchi¢nost pozic ucitele a Zakli vSak nemusi prispivat jen k Usmévnym
historkam. MiiZe vyvolat i pocit, ktery si ze Skoly odnasi Svétlana:

Na svou byvalou $kolu vzpomindm jako na instituci, ktera se ridi vlastni logikou.
Normalné myslici clovék tam nema co pohledavat. Navic odjakZiva jsem nenavidéla
takovyto druh bezmoci. Celé své tamnéjsi studium jsem byla ten studentik, nicka,
ktera se nesmi ohradit ani v pripadé, Ze je to opravdu na misté.

Svétlana vztahuje sviij pocit bezmoci k instituci Skoly celkové a vytvari si tak
specificky obraz Skoly i Zaki v ni. I toto vnimani instituce mlizeme chapat
jako soucast jejiho skrytého kurikula. Typické je zejména v Kritickopeda-
gogickych smérech, které ukazuji zaky jako relativné bezmocné aktéry, kte-
ré skola vyuziva k reprodukci mocenskych vztahli ve spole¢nosti. Zdznam
Svétlany vSak za hranici Skoly nejde a nezachycuje vyznam této ,,submisivity*
pro dalsi socialni role. K diskusi o moci Skoly pridame jesSté jeden pribéh,
ktery je specificky vnimanim synergie moci Skoly a rodiny. Jarka v ném sama
sebe vnima jako obét komplotu ucitelky a matky, tedy dvou aktért v nad-
Fazené socialni pozici. Ve svém pribéhu popisuje, jak ji ucitelka ZS slibila,
Ze si mUZe napsat prijimaci zkousky na viceleté gymnazium jen zkuSebné
a Ze ji nikdo k prestupu nutit nebude. Jakmile ale zkousky Uspésné sloZila,
zjistila, Ze jeji matka s ucitelkou se dohodly za jejimi zady a prihlasku podaly.
Ptinutily ji opustit oblibenou zakladni Skolu, nacez se Jarka v priibéhu celého
studia na viceletém gymnaziu citila neStastna. Pribéh nese pocit poSramoce-
ni divéry ke dvéma vyznamnym aktériim socialni relity - k rodici a uciteli.
Je zfejmé, Ze motivy ucitelky i matky mély ,dobré divody*, ale efekt, kterého
tim dosahly, se obratil proti nim. Matce i ucitelce bylo pripisovano vse nega-
tivni v nové Skole, veSkerou odpovédnost timto jejich krokem Zakyné prenes-
la na né. Pribéh ukazuje kiehkost role rodice a ucitele ve skrytém kurikulu
skrze zneuziti dlivéry z mocenské pozice matky a ucitelky.

Zaci ve kole viak nejsou jen pasivnimi objekty moci. Mnohdy ve $kole re-
voltuji, chovaji se rezistentné. Soucasti konceptu moci je rezistence, nebot
moc vzdy produkuje néjakou podobu rezistence (Danaher, Schirato, & Webb,
2000). Rezistenci lze vymezit jako opozic¢ni akt k nécemu, s ¢im jedinec nebo
skupina nesouhlasi (Sannino, 2010) a miizeme ji chapat jako soutéZ o moc.
Zamérime se tedy na aspekty skrytého kurikula, ve kterych Zaci projevili ne-
souhlas s ucitelem a snazili se dosdhnout vlastniho zdméru.
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Studenti popisovali mnozstvi pribéht, ve kterych byla ustfednim tématem
nespravedlnost, ktera se ve Skole stala. Tato nespravedlnost miiZe byt vzta-
Zena k nim samotnym, ke spoluzakim, ale i k ucitelim. Z hlediska skrytého
kurikula je zajimavé podivat se na to, jak se k této nespravedlnosti studenti
ve svych vypravénich postavili a co si z ni odnesli. Cast ptibéhi obsahuje
situace, kdy se studenti ozvali a za sva prava bojovali. Klara popisuje pripad
ztraceného testu a to, Ze odmitla test psat znovu:

Bylo mi v tu chvili do breku, kdyZjsem tam stala, ale chtéla jsem si udrZzet kamennou
tvar a rekla jsem ji, Ze jsem test napsala i odevzdala, a tak se dalSiho testu mimo
vyucovani ucastnit nebudu. Ona byla velmi pfekvapena, ale asi v duchu pochopila,
Ze si opravdu nevymyslim.

Tyto pribéhy rezistence, ve kterych Zaci dokaZi prosadit sva prava, kontru-
jt voimani absolutni moci instituce Skoly, kterda Zakiim hlas nedava. Kromé
téchto pripadi, ve kterych Zaci ,dosahli svého, se v datovém korpusu vysky-
tuji pribéhy, kde to, Ze se Zaci ozvali, nemélo poZadovany efekt, nebo dokonce
vedlo k jejich dal${ stigmatizaci ¢i perzekuci. Zaci pritom nebojovali ve kole
jen za sebe, ale i za druhé. Pribéh Kamily obsahuje takové volani po spravedl-
nosti, které v dané situaci subjektivné postradala:

Dvéma z mych spoluzakli dokonce hrozila nedostate¢na a tak jim nas pan ucitel
nabidl prezkouseni. Kuriézni a zasadni véci v tomto piibéhu je, Ze oba mi spoluZaci
méli prijmeni Novotny. Jeden se jmenoval David - celkem oblibeny, vesely, takovy
tridni vtipalek; druhy se jmenoval Petr - do kolektivu nikdy moc nezapadl, mozna
proto, Ze jeho tatinek byl zbohatlik a my méli pocit, Ze na nas kouka skrz prsty, jako
bychom mu nestali ani za pozdrav. NadeSel den D a oba hoSi dostali u tabule tri
priklady. David zvladl vypocitat prvni a u druhych dvou alespon néjak zacal. Zato
Petr celou dobu zapasil s prvnim prikladem a kloudného vysledku se nedobral.
Usilovné premysleni mych spoluzaki prerusilo zvonéni, tak ndm matikar sdélil,
Ze vysledky oznami na zitiejsi hodiné.

KdyZ jsem v utery rano vidéla na chodbé pana Novotného (otce Petra), nevénovala
jsem tomu priliSnou pozornost. Co ovSem ve Skole pan Novotny délal, mi doslo
pii hodiné matematiky. Po velké prestavce nakracel matematikar dilezité
do tridy s oznamenim vyslednych znamek: ,Novotny Petr - Ctyti, Novotny David
- 5. Tridou to zahucelo. Vzhledem k tomu, Ze méli oba studenti stejné piijmeni,
rychlym uvaZovanim jsem dosla k zavéru, Ze se pan ucitel spletl ve jménu, a tak
jsem nevahala se prihlasit a tuto skutecnost mu rict. Jeho reakce mé opravdu
prekvapila: ,MI¢ Bohackova, nebo si té vyzkouSim taky“. A najednou mi doslo,
co délal pan Novotny u nas ve Skole. NejspiS mél v imyslu dat Skole velkorysy
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sponzorsky dar, zaplatit vybaveni uCeben nebo néco podobného. Hlavné to
muselo vypadat nenapadné, aby se tomu nedalo rikat uplatek. Po dalsi tii roky
na gymnaziu jsem méla s doty¢nym ucitelem velké problémy. Kdybych védéla,
co mé Ceka, mozna bych si to rozmyslela, ale mozna taky ne. TakZe tfi roky
muceni v matematice jsem si vyslouZzila jen za to, Ze jsem chtéla spravedlnost.
Je zvlastni, jaké zazitky a zkuSenosti nam dava Skola, instituce, ktera vychovava
budouci generace.

Kamila se dostala ,bojem za prava“ druhého do obtiZné pozice, ktera ji dle
jejilho minéni zkomplikovala dalsi tfi roky Zivota v matematice. Neni si jist3,
zda by se rozhodla stejné, kdyby znala nasledky svého rozhodnuti predem.
Pro ni samotnou je to téma k sebereflexi — byt ¢i nebyt hrdinou? Diilezité vSak
je, Ze odkryva dimenzi skrytého kurikula ve $kole. Skolu vnima4 jako instituci,
ktera ma ,vychovavat® Zde vsak nesla v dimenzi skrytého kurikula legitimi-
zaci korupce. Kamila vystoupila rezistenté pouze jednorazové. V datovém
korpusu jsou i pribéhy, které zahrnuji dlouhodobou rezistenci, nejcastéji
v podobé ,souboje” Z4ka s ucitelem. Zaci, ktefi ,vytahli“ do individualniho
boje za sva percipovana prava, si z tohoto procesu odnasi intenzivni zazitek.
Zcela nezameérné prosli ve Skole procesem, ve kterém otestovali sami sebe.

Strukturalni nerovnost je prirozenou soucasti instituce Skoly i spoleCnosti.
Zaci se budou i v budoucnu pohybovat v prostfedich strukturalni nerovnos-
ti — v zaméstnani (ve Skole jako ucitelé), v rodiné jako rodice atd. Uceni se
o téchto prostredich skrze Zivot v téchto prostiedich tak mliZeme chapat jako
vyznamnou soucast skrytého kurikula

Jak jiz zaznélo na zacatku, nejsou to jen vypravéni o moci Skoly, ale i o jeji bez-
moci, ktera dokresluji, jak Zaci vnimali a dodnes vnimaji tuto instituci. Karta
se zde obraci a hierarchicka struktura se stava naopak slabou, ovladanou
témi, ktefi ji maji byt podtizeni:
Mym nejvétSim pranim, kdyZ jsem chodila na zakladni skolu, bylo zavedeni téles-
nych tresti. ,Zabava“ o prestavkach vzdycky sestavala z niceni $kolniho majetku,
nic¢eni véci ostatanich a hazeni popripadé Zdimani mokré houby na sebe navza-
jem a kazdého dalSiho, koho se jim podatilo chytit (to hlavné v zimé). A na tohle
méli celych deset minut prrestavky, o svacinové dokonce dvacet. Ze strany ucitel
nikdy nedoS$lo k nicemu hors$imu, neZ poznamce, coZ bylo samoziejmé naprosto
neucinné. (Iva)

Zatimco ¢ast vypravéni zobrazuje Skolu jako instituci, ktera disponuje abso-
lutni moci, kterou miize snadno zneuzit, jina vypravéni vypovidaji o opaku,
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o Skole jako instituci bezmocné, ktera nedisponuje vhodnymi a adekvatnimi
prostiedky k tomu, aby mohla zajistit socidlni fungovanti jejich aktéri, nebo
dokonce napliiovat didaktické cile. Nedostatecné mocenské prostiedky jsou
shledavany zejména v oblasti kdzné. MoZna proto se studentka Iva uchylila
ke ,snu o fyzickych trestech”, které by bezmocnou Skolu ucinily mocnou.

Dilezita pro ucitelské vzdélavani a uvaZovani o ucitelské roli je nejen perci-
povana bezmoc Skoly k moZnostem disciplinovat Zaky, ale i percipovana bez-
moc konkrétnich uciteld. Tématu bezmoci ucitele se vénovala Nad’a. Popsala,
jak se Cast zakl postavila proti ucitelce matematiky, kterd byla podle Nadi
spravedlivd a dokazala naucit, ale méla na zaky vysoké poZadavky. PiSe, Ze
jedna tretina tfidy v alianci s rodici a na zakladé 1Zi , prekiicela“ pasivitu dvou
tretin spoluzaki. V dimenzi skrytého kurikula se zde pro studentku, ktera
pribéh napsala, skryva ponauceni o tom, Ze vykon role ucitele je determino-
van fadou faktort, nejen jeho kvalitou.

Popsali jsme nékteré aspekty moci Skoly. Obsahem skrytého kurikula je zde
moc ¢i bezmoc jedné z prvnich formalnich instituci, se kterou se Zaci v Zivoté
setkaji. Pro budouci ucitele ma vsak uvaZovani o moci této instituce speci-
ficky vyznam, nebot Skola bude ramovat jejich budouci profesni uplatnéni.

Skola nese vertikani skryté kurikulum, tedy kurikulum, které se vztahuje
k aktériim na odliSnych socialnich pozicich. V priibéhu socializace zde Zaci
zazivaji pocity moci i bezmoci instituce Skoly, subjektivné vnimaji spravedI-
nost a nespravedlnost, uci se o hierarchickych vztazich, o konformité i non-
konformité, zkousSeji si rezistenci a jeji nasledky a predevsim se uci o sobé sa-
mych. Tyto zkuSenosti spojujeme s vertikalnim skrytym kurikulem. Druhou
cast skladacky skrytého kurikula v nasi analyze pak tvori jeho nehierarchic-
ka podoba, tedy horizontalni skryté kurikulum.

4.2  Skryté kurikulum a Skolni trida: horizontdlni skryté kurikulum

Druhou dimenzi skrytého kurikula popiSeme ve vztahu ke Skolni trideé.
Kolektiv Skolni tfidy tvori jedno z vyznamnych socializacnich prostredi,
nesouci hodnoty a normy, které mohou byt odliSné od formalniho kurikula
a pozadavki Skoly.® V datech tento rozpor mnohokrat vyvstal a korpus tak
obsahuje radu pribéht, které v sobé nesou dilema ,byt s ucitelem‘, nebo , byt
se spoluzaky“? ,Byt s ucitelem” znamena naplnovat cile Skoly, chtit se ucit

5 Dals$imi socializa¢nimi prostiedimi, ktera mohou byt v rozporu s formalnim kurikulem
a pozadavky Skoly, jsou napriklad rodina, vrstevnicka skupina, masmédia. Na jejich analyzu
se vSak v tomto textu nezamérujeme.
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a zajimat se o rtizné predméty. Oproti tomu ,byt se spoluzaky“ v tomto di-
lematu znamena rozporovat normy Skoly a hlavné nesdilet cile s ucitelem,
tj. nechodit do Skoly proto, abychom se néco naucili. Toto dilema reSili zejmé-
na Zaci, kteri v nékterém predmeétu vynikali. VystiZné toto dilema popisuje
Katka skrze metaforu ,tajné lasky“: ,Kromé zemeépisu meé bavily v podstaté
vSechny predmeéty. Nejvice jsem se ale téSila na déjepis. Byla to takova moje
tajna laska. Tajna proto, Ze se mezi ostatnimi ,nenosilo’ mit rad uceni.”

Skryté kurikulum je tedy utvareno mimo jiné Zakovskym kolektivem, tim,
jaké vyznamy Zaci pripisuji predmétiim a ciliim skoly viibec. V nékterych pri-
padech je toto kurikulum vymezenim se vii¢i kurikulu formalnimu. ZAci, kte¥{
sdileji cile formalniho kurikula, toto museji v nékterych pripadech utajovat,
aby byly konformni s tridnim kolektivem. Nejen didakticka oblast nese ta-
kové dilema. Jestli ma , byt se svym spoluzakem®, nebo naplnit ocekavanou
normu chovani, reSil Petr v jednom z mist Skoly, kde 1ze dle Hemmingsové
(2000) skryté kurikulum dobre zkoumat, a to jsou chodby Skoly. O prestav-
kach je totiZ Cas traven v reZzii Zaku, ucCitelé zasahuji, jen kdyzZ se situace vyhro-
ti. Prestavky davaji lekce skrytého kurikula a nejsou to lekce kratkeé, prestav-
ky tvori kazdodenné studentskou hodinu (Hemmings, 2000). Petr napsal:

Jak uz to tak o prestavkach byva, potloukali jsme po chodbach. Sli jsme jen
ja s jednim spoluzakem, kdyZ v tom miij spoluzak nasel na zemi telefon. Hned
jej zvedl, ale misto toho, aby jej napadlo ho vratit, tak vyrukoval s tim, Ze si
telefon necha a urcité na to nikdo neprijde a vSechno bude v pohodé. Pres mé
naléhani, Ze je to kradeZ a telefon by mél vratit, zareagoval tak, Ze vytahl SIMkartu
a telefon strcil do kapsy. Na jednu stranu bych byl rad, aby se na tu kradez prislo,
ale udavac jsem byt nechtél, protoZe jediny, kdo o tom védél, jsem byl ja. TakZe
jsem se rozhodl doufat, Ze telefon bud’ vrati, nebo ho u néj néjakym zplisobem
najdou. Opravdu jsem v tu chvili nevédél, co délat, abych se zachoval podle svého
nejlepSiho svédomi.

ZkouSce v dimenzi skrytého kurikula byl Petr podroben, kdyZ se mél rozhod-
nout, zda bude kamarddem, nebo spravedlivym ¢lovékem, coZ vSak ve vztahu
ke spoluzakovi znamena byt udavaCem. Tyto role vnimal jako konfliktni. Jeho
pribéh je lekci etické vychovy skrze skryté kurikulum. Takova lekce miize
byt intezivnéjsi neZ reSeni fiktivnich moralnich dilemat v ramci formalniho
kurikula. Je totiz skutecna.

Kromé moralnich dilemat je dalSi vyznamnou dimenzi skrytého kurikula
ve vztahu ke tfidnimu kolektivu utvareni a vyjedndvdni identity Zdkii. Zaci se
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uci, kdo je insiderem a kdo outsiderem. Pravé pribéhy outsiderti dokreslu-
ji dimenzi Skoly, ktera prestoze neni Zadouci, je do jisté miry nevyhnutelna.
Prinasi zkuSenosti se sociometrickym statusem, které mohou Zaci percipovat
u sebe ¢i u druhych.

Jednou z identit utvarenych ve Skole pravé v oblasti skrytého kurikula je
identita genderova. Mnohé vyzkumy hovori o genderu v interakci ucitele
a zak (srov. Jarkovska, 2013; Simonova & Matéjii, 2013). Genderova identita
se vSak rozviji i v zakovském kolektivu. Mezi Zaky dochazi k prijeti nebo k od-
mitnuti o¢ekavané genderové role. Preskripci své genderové role v zakov-
ském kolektivu odmitala Alena, ¢cimZ se dostala do pozice outsidera ve tridé:
»,Nikdy jsem si s nimi moc nerozuméla, jelikoZ mé zajimaly i jiné véci, nez
panenky, lesky na rty nebo rlizové Saty..."

Alena popisuje své zaclenéni do divciho kolektivu, ve kterém se stava z di-
vodu svych zajmi neodpovidajicich genderovym stereotyplim outsiderem.
Pribéh Aleny patri do skupiny ptibéhi, v nichZ své pozice utvareji prevazné
sami zaci. Ve Skole jsou ale samozrejmé i situace, kde do struktury vztahii
ve tridé intervenuje ucitel. PrestoZe se jedna o intervenci ucitele ve vztahu
ke kolektivu, popisujeme tyto pripady v horizontalnim skrytém kurikulu, ne-
bot' se tykaji vztahu mezi Zaky navzajem. Ucitel mlZe Zaka na okraji skupi-
ny podpofrit, nebo naopak prohloubit propast mezi Zdkem a jeho spoluzaky.
Takto vnimal intervenci ucitele Honza:

Po dlouhém a neelegantnim klickovani tizkymi ulickami blokovanymi nespoctem
pohazenych batohi jsem tedy sebral tfidni knihu a odebral se po ponékud
bezpecnéjsi cesté ke dverim, na které jsem ovSem zakopl a lehce se hlavou uderil
o skriniku s televizi a videem. Sdm jsem si z toho nic nedélal, ale po nékolika
krocich jsem zaregistroval hihnani a tlumeny smich, ktery mé donutil se otocit
a prozkoumat onu vtipnou udalost, ktera tak efektivné rozesmala celou tridu. ,Co
je?!“ zeptal jsem se davu, ale teprve kdyZ ma slova doznéla, jsem si vSiml pani
ucitelky, kterd na adresu mé ,neschopnosti“ délala dosti nevybirava a ne primo
lichotiva gesta. Nasledné ostrelovani slovy vSech délek, kalibri i hlasitosti mne
efektivné vyhnalo ze tridy a, poprvé v mém Zivoté, donutilo zvazovat variantu
zasSkolactvi, jelikoZ vratit se znovu do té mistnosti bylo to posledni, co jsem chtél.

Ucitel tedy miiZe ovlivnit Zakovské vztahy i tim, Ze se prida na stranu vétSiny
zakil. V dlsledku toho se miZe dale rozvijet strategie Zakovského kolektivu
zamérena proti outsiderovi. Jinou variantou intervence ucitele je pak to, Ze
ucitel do Zakovskych vztahil neintervenuje. Kristyna popisuje neintervenci
ucitele do interakci Zakii v hodinach hudebni vychovy:
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Pri kazdé hodiné jsem musela snaset jejich posméch... Do této situace nezasahla
ani vyucujici hudebni vychovy, ktera nikdy mé spoluzaky zadnym zplsobem
nenapomenula a i pfes mou neochotu mé nutila ticastnit se pévecké soutéze.

Kristyna by uvitala intervenci ucitele, ktera by umirnila posméch spoluzakd.
Ne kazda intervence ucitele ¢i pracovnika Skoly do vrstevnickych vztahi je
vSak vnimana zZaky jako vhodna. V pribézich se objevila napriklad situace,
ve které Skolni psycholozka obvinila tfidu ze Sikany spoluzaka. V perspek-
tivé autorky pribéhu, ktera byla incidentim pritomna, se vSak jednalo jen
o poStuchovani, u kterého se bavily obé strany. Jako predsedkyni tridy ji pak
byla pripsana odpovédnost, kterou vSak subjektivné nevnimala. Tato situa-
ce prinesla novy pohled na vrstevnické vztahy a miiZeme o ni uvazovat jako
o soucasti skrytého kurikula ve vztahu ke skolni tiidé.

Skolni tfida je prostiedim utvarejicim hodnoty a normy v souladu ¢ v rozpo-
ru s hodnotami a normami formalniho kurikula. Je to také prostredi dynamic-
ké, které muze Zaky plivodné naladéné na cile Skoly vyjadiené ve formalnim
kurikulu strhnout: ,Béhem roku prestala poslouchat vétSina zakd. I moje
spolusedici premiantka uz tolik neposlouchala a pfi testu také opisovala. Dav
prosté strhnul ostatni.” (Véra). Skryté kurikulum Zakovské skupiny rozporu-
jici cile Skoly podle této vypovédi postupné prevazilo v kolektivu a ovlivnilo
i zaky ptivodné nastavené na pravidla Skoly. Skryté kurikulum zakovské sku-
piny je tak néc¢im, co se neustale utvari.

At skryté kurikulum tridy pisobi proti formalnimu kurikulu, nebo v souladu
s nim, je tiida diileZité socialni prostredi, ve kterém dochazi k informalnimu
uceni, a tim se v ni otevira specificka oblast skrytého kurikula - horizontalni
skryté kurikulum.

5 Diskuse a zaver

Zabyvali jsme se skrytym kurikulem skrze Zakovskou perspektivu zachyce-
nou v pribézich o Skole. Na zakladé narativni analyzy jsme popsali skryté
kurikulum, které se utvari mezi aktéry na riiznych socialnich pozicich ve sko-
le (vertikalni), a to, které se rozviji v Zakovském kolektivu (horizontalni).
[ pres popsané negativni zkusSenosti zaki chapeme skryté kurikulum jako
prostredek socialni adaptace, bez které by mél zak problémy fungovat v Sirsi
spole¢nosti (Kascak & Filagova, 2007, s. 149). ZkuSenost se skrytym kuri-
kulem je tedy vyznamna pro vSechny Zaky, avsak pro studenty ucitelstvi se
miiZe jevit jako krucialni. Vyvoj profesni identity ucitele je totiZ ovliviiovan



Skryté kurikulum, Zité pfibéhy... 667

mimo jiné predstavami o vyucovani, které jsou spojeny s vlastnimi zkuse-
nostmi v roli zaka a také obrazem uciteldi, se kterymi se studenti ucitelstvi
béhem své Skolni dochazky setkali (Chong & Low, 2009). Pravdova (2014)
na zakladé vyzkumu profesniho sebepojeti studenti ucitelstvi uvadi, Ze zku-
Senosti ziskané v roli Zaka zakladni ¢i stfedni Skoly jsou pro proces utvareni
profesniho sebepojeti klicové. Zatimco Pravdova zachycuje identifikaci Zaka
s ucCitelem, v naSem vyzkumu je tomu spiSe naopak. Prestoze Zaci zazili pro-
blémové a konfliktni situace ve Skole, zvolili si pozdéji ucitelské vzdélava-
ni. Domnivame se, Ze i tyto zkuSenosti jsou pro né velmi cenné a lze je dale
vytézit v profesni priprave. V prvnim kroku prace s narativy dosSlo ke zpl-
nomocnéni studenti k tomu, aby kritizovali instituci, jejimiZ budou jednou
piredstaviteli. Sami se pak mnohdy definovali v opozici k uciteliim ze svych
piibéht a svoji profesni volbu zdivodnovali timto vymezenim se vii¢i nim.
Zadny ptibéh ale neni ernobily a prevypravéni piibéht z role ucitele pak
nékterym studentiim otevielo perspektivy, o kterych doposud neuvazovali.
Vlastni pribéh se stal pfremosténim z role Zaka do role ucitele na zakladé sub-
jektivné vyznamné zkuSenosti. Prace s narativy prispiva ke konfrontovani
vnimani situace rtiznymi aktéry socialni reality (Rutten & Soetaert, 2013)
a rozviji reflektivni mysleni. Psani vlastnich pribéhtii a jejich reflexe je tak
specifickym modem uceni.

Studenti skrze narativy o skrytém kurikulu zexplicitnili ¢ast svého , 0sobni-
ho kurikula“, které je soucasti jejich védéni a budoucich predstav o ucitel-
ské profesi (Kitchen et al,, 2011, s. 5). Conelly a Clandinin (1988) tvrdi, Ze
tato osobni zkuSenost determinuje planovani a vykon formalniho kurikula.
Dospivaji proto k tomu, Ze u budoucich ucitell je nutnosti studovat sama
sebe. I k tomu miZe zkoumani skrytého kurikula prispét.

Literatura

Ahwee, S., Chiappone, L., Cuevas, P, Galloway, F, Hart, |., Lones, |, ... Tate, B. (2004). The hidden
and null curriculums: An experiment in collective educational biography. Educational
Studies, 35(1), 25-43.

Aronowitz, S., & Giroux, H. (2003). Education under siege: The conservative, liberal and radical
debate over schooling. London: Routledge.

Bomba, L. (2013). Skryté kurikulum vo svetle metodologického holizmu a metodologického
individualizmu. Pedagogickd orientace, 23(1), 27-47.

Bulle, N. (2008). Sociology and education: Issues in sociology of education. Bern: Peter Lang.

Cobanoglu, R. (2014). The visible side of the hidden curriculum in schools. Elementary Education
Online, 13(3), 776-786.



668 Katefina Lojdova

Connelly, F. M., & Clandinin, D.]. (1988). Teachers as curriculum planners: Narratives of experience.
Toronto: OISE Press.

Cotton, D., Winter, ., & Bailey, 1. (2013). Researching the hidden curriculum: Intentional and
unintended messages. Journal of Geography in Higher Education, 37(2), 192-203.

Cermak, I. (2002). Myslet narativné (kvalitativni vyzkum ,on the road*). InI. Cermak & I. Miovsky
(Eds.), Sbornik z konference Kvalitativni vjzvkum ve véddch o ¢loveéku na prahu tietiho tisicileti
(s. 11-25). Brno: Psychologicky ustav AV CR.

Danaher, G., Schirato, T,, & Webb, . (2000). Understanding Foucault. London: Sage.

Dar, Y. (1995). Kibbutz education: A sociological account. Journal of Moral Education, 24(3),
225-244.

Fowler, L. C. (2006). A curriculum of difficulty: Narrative research in education and the practice.
New York: Peter Lang.

Fryer-Edwards, K. (2002). Addressing the hidden curriculum in scientific research. The American
Journal of Bioethics, 2(4), 58-59.

Gadamer, H. G., & Mik, D. (2010). Pravda a metoda I: ndrys filosofické hermeneutiky. Praha: Triada.

Gavora, P. (2001). Vyskum Zivotného pribehu: Uc¢itel’ka Adamova. Pedagogika, 51(3), 352-368.

Habl, ]. (2014). U¢it (se) pribéhem: Komenského Labyrint a didaktické moZnosti narativni alegorie.
Brno: Host.

Hafferty, . W, & O’Donnell, ]J. F. (Eds.). (2015). The hidden curriculum in health professional
education. Hanover: Dartmouth College Press.

Hajek, M., Havlik, M., & Nekvapil, J. (2012). Narativni analyza v sociologickém vyzkumu: pristupy
a jednotici ramec. Czech Sociological Review, 48(2), 199-223.

Hargreaves, A. (1982). Resistance and relative autonomy theories: Problems of distortion
and incoherence in recent Marxist analyses of education. British Journal of Sociology of
Education, 3(2), 108-126.

Hemmings, A. (2000). The “hidden” corridor curriculum. The High School Journal, 83(2), 1-10.

Chatman, S. (2000). Dohodnuté terminy: rétorika narativu ve fikci a filmu. Olomouc: UP.

Chong, S., & Low, E. L. (2009). Why I want to teach and how I feel about teaching - formation of
teacher identity from pre-service to the beginning teacher phase. Educational Research for
Policy and Practice, 8(1), 59-72.

Janik, T.,, Mandk, J., Knecht, P, & Némec, J. (2010). Promény kurikula soucasné ceské skoly: vize
a realita. Orbis scholae, 4(3), 9-27.

Jarkovska, L. (2013). Gender pred tabuli: etnograficky vyzkum genderové reprodukce
v kaZdodennosti skolni tridy. Praha: Slon.

Jirasek, 1. (2009). Skryté kurikulum: prostor nejen pro zazitkovou pedagogiku. e-Pedagogium,
9(3), 50-59.

Kascak, 0. (2006). Moc skoly: o formativnej sile organizdcie. Trnava: Typi Universitatis
Tyrnaviensis.

Kasc¢ak, 0. (2011). Ritudly a skryté kurikulum alebo Kam v pedagogike zaradit' ritualne studie?
Teoreticka (a biograficka) rekonStrukcia. Studia paedagogica, 14(2), 29-40.

Kasc¢ak, 0., & Filagova, M. (2007). Javisko a zdkulisie skoly. O materskej Skole a skrytom kurikule.
Trnava: Typi Universitatis Tyrnaviensis.

Kincheloe, ]J. L., & Steinberg, S. R. (1997). Changing multiculturalism. Philadelphia: Open
University.



Skryté kurikulum, Zité pfibéhy... 669

Kitchen, ], Parker, D. C., & Pushon, D. (Eds.). (2011). Narrative inquiries into curriculum-making
in teacher education. Bingley: Emerald.

Kratochvilovj, J. (2014). Ritudly v Zivoté jedné Skoly. Komensky, 139(1), 19-25.

Kubicek, T. (2007). Vypraveéc: kategorie narativni analyzy. Brno: Host.

Lewis, R. (2008). The developmental management approach to classroom behaviour: Responding
to individual needs. Camberwell: ACER Press.

Lovat, T, Toomey, R., & Clement, N. (Eds.). (2010). International research handbook on values
education and student wellbeing. Dordrecht: Springer.

Lukas J. (2006). Zivotni piibéhy uéitelt - od kvalitativniho ke smi§enému vyzkumnému designu.
In M. Kocurova (Ed.), Soucasné rvnetodologické pristupy a strategie pedagogického vyzkumu.
Sbornik anotaci 14. konference CAPV (s. 36-36). Plzen: ZapadocCeska univerzita v Plzni.

Makovska, Z. (2011). Pojeti moci v Zakovskych vypravénich. Studia paedagogica, 15(2), 141-152.

Manak, ]. (2007). Modelovani kurikula. Orbis scholae, 2(1), 40-53.

Margolis, E. (Ed.). (2002). The hidden curriculum in higher education. London: Routledge.

McCroskey, ]. C., & Richmond, V. P. (1983). Power in the classroom I: Teacher and student
perceptions. Communication Education, 32(2), 175-218.

McLaren, P. (1998). Life in schools. Reading: Longman.

Ozolins, 1., Hall, H,, & Peterson, R. (2008). The student voice: Recognising the hidden and
informal curriculum in medicine. Medical Teacher, 30(6), 606-611.

Portelli,].P.(1993).Exposingthehidden curriculum. Journal of Curriculum Studies, 25(4),343-358.

Pratto, F, Pearson, A. R, Lee, I. C., & Saguy, T. (2008). Power dynamics in an experimental game.
Social Justice Research, 21(3), 377-407.

Pravdova, B. (2014). Jd jako ucitel: profesni sebepojeti studenta ucitelstvi. Brno: MU.

Ricoeur, P. (1985). Time and narrative (Vol. 2). Chicago: University of Chicago Press.

Rutten, K., & Soetaert, R. (2013). Narrative and rhetorical approaches to problems of education:
Jerome Bruner and Kenneth Burke revisited. Studies in Philosophy and Education, 32(4),
327-343.

Saguy, T, Tropp, L. R,, & Hawi, D. R. (2013). The role of group power in intergroup contact. In
G. Hodson & M. Hewstone (Eds.), Advances in intergroup contact (s. 113-132). New York:
Psychology Press.

Sannino, A. (2010). Teachers’ talk of experiencing: Conflict, resistance and agency. Teaching and
Teacher Education, 26(4), 838-844.

Simonova, N., & Matéjd, P. (2013). Koho znevyhodnuje skola: chlapce, nebo divky? Rozdily
v dovednostech, Skolnich vysledcich a vzdélanostnich aspiracich divek a chlapcii devatych
tiid zakladnich Skol. Orbis scholae, 7(3) 107-138.

Svaricek, R. (2008). Uhly pohledu. Recenze na knihu Javisko a zakulisie $koly. O materskej $kole
a skrytom kurikulu. Studia paedagogica, 13(1), 169-173.

Svaricek, R. (2009). Narativni a socidlni konstrukce profesni identity ucitele experta. (Disertaéni
prace). Brno: MU

Valenta, J. (2009). Kurikulum Zivotnich dovednosti (témata a problémy). Pedagogika, 59(2),
198-214.

Willis, P. E. (1977). Learning to labor: How working class kids get working class jobs. New York:
Columbia University Press.



670 Katefina Lojdova

Autorka

Mgr. Katetina Lojdov3, Ph.D., Masarykova univerzita, Pedagogicka fakulta, Katedra pedagogiky,
Porici 31, 603 00 Brno, e-mail: lojdova@ped.muni.cz

Hidden curriculum, lived stories. Student teachers’
narratives about school

Abstract: This empirical study focuses on hidden curriculum in narratives of 88 stu-
dent teachers about their previous school experience. The narrative analysis showed
two types of hidden curriculum: vertical and horizontal. Presented typology is based
on classification of social position among actors sharing hidden curriculum. Vertical
hidden curriculum is connected with actors on different social positions in school,
e. g. teachers and pupils. It consists of value conflict between pupils and school, ritu-
als to reproduce values in school, power of school, pupils resistance, powerlessness
of school. Horizontal hidden curriculum refers to actors in the same social position,
i. e. pupils. It is connected with values as well, but these values are shared among
pupils. Pupils identity is negotiated within horizontal hidden curriculum. This part
also describes teacher’s intervention in relationship structure of the classroom. To-
wards the end of the paper we discuss the importance of these experiences for future
teachers.

Keywords: biography, hidden curriculum, narrative analysis, student teachers

Prudky, L. (2015). Rozvoj osobnosti vysokoskoldkii jako soucdst kvality vyuky (Témata
a otdzky k pojeti vysokoskolského studia jako uceni se svobodé). Brno: CDK.

Publikace se zabyva dosud malo respektovanou problematikou - plisobenim vyso-
kych skol jako vychovnych instituci. Souc¢asti studia na vysoké Skole je utvareni osob-
nosti kazdého studenta. Utvareni osobnosti je spojeno predevsim s procesem interi-
orizace hodnot. Jde o to, jaké hodnoty vysoké Skoly a vzdélavani na nich studentiim
nabizi. Mélo by jit o hodnoty Zadouci. Publikace hodnoti aktivity spojené s ucenim
se svobodé jako zdklad dobrého plisobeni vysokych $kol na rozvoj osobnosti jejich
studentii. Rodime se s dispozici ke svobodé, bez uceni se svobodé tyto dispozice ale
neumime uplatiiovat. Do jaké miry se vysokym Skoldm dafi, aby se jejich studenti
béhem studia soucasné ucili svobodé, je atributem miry kvality téchto Skol a studia
na nich. Tuto dimenzi kvality vysokoskolského vzdélavani dosud témeér viibec nebe-
reme v uvahu.
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SCENARE DONUCOVACI MOCI
U STUDENTU UCITELSTVI NA PRAXI:
STUDENTKA ALICE

COERCIVE POWER SCENARIOS IN CLASSES
TAUGHT BY STUDENT TEACHERS:
THE CASE OF ALICE

KATERINA LOJDOVA, JOSEF LUKAS

Abstrakt

Moc jako schopnost ovlivitovat postoje, hodnoty a jedndni je zakladni charakteristikou vyucovaciho procesn.
Potreba vyjedndni mocenského uspordddani v procesn vyuéovdni vyvstavd ejména u alinajicich ncitelsi
a studentii na praxi, kteri maji oborové gnalosti, ale potykaji s jejich predavdnim v socidlnim prostredi
Skolni tiidy. V" tomto textn konmdame moc u studentii ncitelstvi v priibéhu jejich dlonbodobé praxe a za-
métujeme se na jednu 3 bazi moci dle typologie Frenche a Ravena (1959) — na moc donucovaci. Donncovaci
moc studenta ulitelstvi vychazi 3 potreby ki vybnout se trestu nebo jeho hrozbé. Na gdkladé kvalitativni
analyzy prepisii nabravek 3 vynky studentky Alice identifikujeme (tyri typy donucovaci moci. Tyto typy
donncovact moci json uspordddny do urcitjeh struktnr, které nag yvame scéndri. Popisujeme dva protichiid-
né scéndre — scéndr gradace donncovaci moci a scéndr regignace na donucovaci moc a diskutujeme jejich
diisledky pro vytvoreni konstruktivniho klimatn skolni tridy.

Kli¢ova slova
donncovact moc, kvalitativni vyzkum, moc, studenti néitelstvi

Abstract

Power as the ability of a person to influence the opinions, values, and behavionr of others is a fundamental
characteristic of the teaching. Power negotiation is especially essential for student teachers, who are knowledgeable
in their chosen subjects yet may struggle to pass on information in the social environment of the classroom.
This paper examines power and its distribution by student teachers during their long-term practice. 1t focuses
on coercive power, which is a type of power described in French and Raven’s (1959) typology of power. Coercive
power exerted by a student teacher stems from the need of pupils to avoid punishment or its imminent threat.
Based on a qualitative analysis of video-recordings of classes taught by student teacher Alice, the paper identifies
Sour types of coercive powet, which it arranges into different structures or scenarios. The paper describes two
conflicting scenarios—one in which coercive power escalates and another in which it diminishes. Finally,
the paper discusses the consequences of both scenarios and the influence which they have on the creation of
a constructive learning environment.

Keywords
coercive power, qualitative research, power, student teachers
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Uvod

Pti zkoumani klimatu tfidy ¢i obecnéji vztaht mezi uciteli a Zaky se zakoni-
t& objevuji také témata autority ¢i moci uéitele. Ceska odborna (pedagogické
a psychologicka) literatura vétsinou pracuje s pojmy autorita, autoritafstvi,
ptipadne¢ kazen, kdezto koncept moci se vyskytuje spise sporadicky (srov.
Salamounova, Bradova, & Lojdové, 2014). Jednim z divoda mensiho vyuzi-
vani tohoto konceptu mize mimo jiné byt jista problemati¢nost jeho jedno-
duchého vymezeni — napfiklad Coates (1991) pfirovnava pojem moc k tako-
vym konceptim v pifirodnich védach, jako je gravitace, ktera je také velmi
obtizné popsatelna, ale jez svym pusobenim ovliviiuje v8e ostatni. Moc je
ptitomna ve vsech vztazich ve spolec¢nosti, poc¢inaje mocenskymi vztahy mezi
staty nebo uskupenimi statd, a konce napt. vztahy mezi manzeli, v rodiné ¢i
prave ve skoln{ tfidé. Moc ve $kole se nenachazi jen ve vztazich nadfazenos-
ti a podfazenosti (tj. mezi uciteli a zaky a mezi zdky/uciteli a $kolou jako
socialni instituci), ale i mezi aktéry na stejnych pozicich (tj. mezi zaky navza-
jem) (Cook & Emerson, 1978; Jacobs, 2012). V ceské a slovenské odborné
literatufe se rozvinul zejména zdjem o zkoumani moci mezi aktéry na odlis-
nych socialnich pozicich. Moc je zkoumana mezi uciteli a zaky, pficemz
tento smér badan{ je bud’ zaméfen na to, jak ucitel ovliviiuje zaky (Ergens,
2007; Zounek & Sedova, 2009), jak Zaci ovliviuji ucitele (Makovska, 2011)
nebo jak je moc mezi uciteli a zdky vyjednavana (Sedova, 2011; 2015). Nenf
opomijena ani oblast moci mezi uciteli ¢i zaky a instituci skoly (Kasc¢ak, 2006;
Makovska, 2010).

V ramci naseho projektu jsme se koncept moci pokusili vizkumné pod-
chytit jako kontextové vazané usporadani, v jehoz ramci ucitel 1 Zaci vzijem-
né ovliviuji své postoje, hodnoty a jednani (srov. McCroskey, Richmond,
& McCroskey, 20006). Toto usporadani je pfitom situalni, nebot’ se meéni v case
v zavislosti na jednotlivich mikrosituacich svéta skolni tfidy a jeho okoli,
reciprocni, nebot’ aktéfi se ovliviuji vzajemné a pfedevsim urcitym zptsobem
vliv druhych vanimajf, a v neposledni fadé v ném moc cirkulnje, nebot’ moc se
nepfetrzité pohybuje mezi ucitelem a éky i Ziky navzajem (Salamounova,
Bradové, & Lojdova, 2014). Pfestoze je fenomén moci komplexni, v tomto
textu se zaméfime pfedevsim na moc ucitele, i kdyz zaroven plati, Zze uplat-
flovani moci ucitelem je zavislé na jeji percepci zaky — pokud moc ucitele neni
zaky vnimana, nemuze byt ucitelem uplatiiovana (Richmond & Roach, 1992).
Moc muze byt pfitom uplatinovana v nékolika oblastech, ze kterych vycha-
zeji ruzné baze (formy) moci ucitele.
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Vymezeni bazi moci ucitele

Nase pojeti bazi moci ucitele vychazi z prace Frenche a Ravena (1959), ktefi
popisuji moc prostiednictvim soczalnibo viivn a vliv pak prostfednictvim psy-
chologické mény, jakozto jakékoliv situace, v niz se néjaky vztahovy systém
meéni. Moc lze tedy chapat jako formu »z7ahn mezi lidmi, kdy jedinec, dispo-
nujici moci (socialnim vlivem) jakéhokoliv druhu, dokaze jiné pfimet udeélat
to, co si pfeje on (tzn. vyvolat na jejich strané zadouci psychologické zmeény
napf. postoju k urcitému tématu). French a Raven (1959) rozlisuji pét bazi
moci: donucovact, odméniovact, referenini, legitimmni a expertni, jejichz aplikaci na
skoln{ prostfedi kratce predstavime.

Donucovaci moc ucitele vychazi z zakovy potfeby vyhnout se trestu (napf.
ve forme $patnych znamek ¢i kritiky pred ttidou). Odmériovaci moc uéitele je
urcovana snahou zaka ziskat odménu ve formé hmotné (body, znamky),
psychologické (pochvala) ¢i vztahové (pochvala pied spoluzaky). Referencni
moc vychazi pfedevsim z identifikace Zzaka s ucitelem na zaklad¢ sympatii
a naklonnosti (,,byt jako ucitel®). Legitinni moc souvisi se socialni rolf ucitele,
ktera garantuje (formaln{) autoritu nad Zzaky a je spjata s normou dohlizet na
druhé a ovliviiovat je. Expertni moc vychazi z ucitelovy znalosti oboru nebo
ze zvladnuti vyukovych metod. Vliv ucitele na zaky se v tomto ptipadé od-
viji od jejich vaimani ucitele jako experta, ktery ma intelektualni znalosti
obsahu uciva (¢i urcité dovednosti).

Ucitel vzdy uplatnuje ve vztahu k zakam jednu ¢i vice z péti bazi moci.
Aby vsak byla moc naplnéna, je zapotfebi jeji akceptace zaky. Jak bylo vyse
zminéno, moc je vztahovou zalezitosti, protoze vzdy odrazi vztah toho, kdo
moc uplatniyje, s tim, kdo moc pfijima. Pokud tedy zaci nebudou vnimat
a akceptovat ucitelovu donucovaci moc, tézko ji bude ucitel schopen uplatnit.
Prestoze zde hovoiime o donucovaci moci ucitele, nejedna se o jeho dispo-
zici, jak by mohlo z daného souslovi vyplyvat, ale o percepci ze strany toho,
kdo s nim vstupuje do vztahu (Salamounova, Bradova, & Lojdova, 2014).
Porozuméni mocenskym vztahim ve tfidach proto stavime na vnimani
mocenské situace vsemi guicastnénymi stranami. Na tomto principu jsou vystavé-
na také rizna dotaznikova Setfeni, kterd moc ucitele mefi (srov. Elias, 2007,
French & Raven, 1959; Schrodt, Witt, & Turman, 2007). V nasem textu se
pokusime o analyzu jedné z bazi moci ucitele — moci donucovaci, a to ve
specifickém kontextu — u studentu ucitelstvi na praxi.

V této souvislosti se nabiz{ otazka rozdilu ve vyuzivani{ moci mezi ucite-
li (pfedevsim zacinajicimi) a studenty ucitelstvi, protoze v nékterych pojetich
vyvoje ucitele predstavuje student néitelstyi samostatné vyvojové obdobi (napf.
Fessler & Ingram, 2003; Fullerova in Fessler, 1995), kdezto v jinych charak-
teristiky studenta a zac¢inajiciho ucitele do jisté miry splyvaji (napf. Steffy et
al., 2000) a pocatecni obdobi ve vyvoji ucitele tak zahrnuje i pfipravnou fazi,
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tedy studium ucitelstvi. V tomto textu se pfiklanime spise k pojeti druhému,
protoze problémy, které ve vyuce zazivaji studenti ucitelstvi a zacinajici uci-
telé, jsou z vétsi casti velmi podobné. Situace, ukoly a problémy, které jsou
specifické pro studenty ucitelstvi a maji souvislost s tématem naseho vyzku-
mu, budou zmineény v diskusi.

Donucovaci moc uditele

Tradi¢ni pojeti donucovaci moci vychazi ze sociologickych teorii Bierstedta
(1950), Foucaulta (2000), Parsonse (1963), Webera (1947), socialné psycholo-
gické teorie konfliktu, politologické teorie donucovani (Molm, 1997) a mno-
ha dalsich.

Donucovaci moc je v sociologickych teoriich ¢asto chapana jako politicky
nastroj spojeny s legitimni autoritou (napf. statu). Parsons (1963) spojuje
donucovaci moc s odstrasovanim a udélovanim negativnich sankei (a odme-
flovaci moc se socialni sménou a udé¢lovanim pozitivnich sankef). Donuco-
vaci moc v jeho pojeti tak mizeme definovat jako kontrolu skrze negativni
sankce (Parsons in Blau, 1964). Donucovaci moc také vychazi z faktu, Ze jej
pfijemce akceptuje moznost byt potrestan drzitelem moci (Kantek & Gezer,
2010) — ti, ktef{ jsou drziteli moci, kontroluji ty, ktefi jsou jim podfizeni.
Donucovaci moc (stejné¢ jako odménovaci moc) je postavena na skutecnosti,
ze ti, kdo kontroluji odmeény a tresty, maji moc nad témi, ktet{ jsou na téchto
odmeéndch a trestech zavisli (Molm, 1997). Lze uvazovat o interpersonalnim
pojeti donucovaci moci, jez zminuje pravé Molmova (1990; 1997), podle
které je donucovaci moc zalozena na veskerych interakcich mezi jedinci a je
soucasti kazdodennfho Zivota. Moc tedy nemusi byt vztazena jen k pozici
formaln{ autority nadosobnich organizaci. Interpersonalni pojeti donucova-
cf moci preferujeme v nasi studii a donucovaci moc tak muazeme sledovat
u vsech aktéru socialnf reality, v nasem pfipadé¢ u uciteld a u zaku.

Donucovaci moc ucitele je ve vztahu k zdkdm uplatiovana ve dvou
oblastech, které mizeme modelové oddélit': v didaktické a regulativni.
Didakticka oblast se tyka naplnovani didaktickych cilt, kdy ucitel uplatiuje
moc za ucelem dosazen{ téchto cilt. V regulativni oblasti je moc uplatiova-
na za ucelem fizenf tfidy (srov. Evertson & Weinstein, 2000; Lewis, 2008;
Shindler, 2010). V tomto kontextu muzeme donucovaci moc mimo jiné cha-

Toto deleni vychazi z prace Bernsteina (1996). Regulativni diskurz definuje pravidla
socidlnfho chovini a vztaha ve skole, didakticky diskurz urcuje, jaké znalosti budou
zakam predavany. Didakticky diskurz je soucasti diskurzu regulativaiho — v pedago-
gické realité se tak oba diskurzy piekryvaji.
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pat jako mechanismus ukaznovan{ zaku. Jak upozorfiuji mnoz{ autofi, uréita
mira kazné ve tfid¢ je nezbytna pro vytvofeni takového klimatu, ve kterém
muze probihat uceni (Lewis, 2001). Je zfejmé, Ze obé mocenské oblasti se
v realité $kolni tfidy vyskytuji soucasné — ucitel £{df tfidu, aby mohl naplno-
vat didaktické cile.

Metodologie

Predbézné vysledky analyzy uzivani podob moci u studentky Alice, prezen-
tované v této stati, jsou soucasti smiseného vyzkumného designu projektu
Moc ve Skolnich tiiddch studentii néitelstvi. Kvalitativni 1 kvantitativni ¢ast vyzku-
mu tvofi celek, ktery mizeme ramcove oznacdit za ptiklad soubézného smi-
$eného vyzkumného designu (Teddlie & Tashakkori, 2003).

Vyzkumny vzorek v nasem projektu byl tvofen 8 studenty ucitelstvi
(7 zen a 1 muz) 1. ro¢niku navazujictho magisterského studia ucitelstvi, kte-
ti realizovali svoji dlouhodobou jednosemestralni praxi. Pti vybéru respon-
dentt jsme se snazili zohlednit nasledujici kritéria: absolvovani dlouhodobé
praxe v dobé realizace projektu; zajem o vykon studované profese v budouc-
nu a také difveéjsi zkuSenosti studenta s praci ve vychovné-vzdélavacich
aktivitach (zjistovano prostfednictvim ankety pro potencialnf respondenty);
ohodnoceni studenta jako talentovaného a angazovaného i z hlediska oboro-
vych didaktik®; jeho aprobace odpovidajici planu projektu (tedy student
oboru ucitelstvi ¢eského jazyka, obc¢anské vychovy nebo déjepisu).

Sbér dat probihal v obdobi fijen 2013 az kvéten 2014 prostfednictvim
videozaznamu vyucovacich hodin nasich respondentu. U kazdého z nich jsme
nahravali Sest vyucovacich hodin (kromé studentky Alice, ktera nabidla
k nataceni jednu hodinu navic) za pomoci dvou kamer, kdy jedna z nich byla
tzv. ,,ucitelska” (sledovala tedy primarné chovani ucitele) a druha ,,zakovska®
(byla zaméfena na tiidu jako celek a dle potieby i na jednotlivé zaky, ktefi
aktualné interagovali s ucitelem). Poté byly veskeré videozaznamy piepsany,
kdy cilem bylo vytvofeni komplexniho zdznamu vyucovaci hodiny, jehoz
proc¢teni umozni rekonstruovat co nejvérohodnéjsi obraz pozorovanych
vyucovacich hodin. Do kazdého pfepisu jsme se snazili zahrnout kompletni
komunikaci verbalni i neverbalni, a také veskeré dulezité déni ve tfide.

Naslednd analyza dat probihala v programu ATLAS.ti, kdy po zdkladni
shod¢ vyzkumnika na podob¢ analyzy probihalo kédovani piepist video-
zaznamu s ohledem na identifikovatelné projevy bazi moci. V této casti
vyzkumu $lo o spojovani piistupt smiseného vyzkumu na drovni analyzy
dat (Teddlie & Tashakkori, 2003) — pfi kédovani byly mimo jiné vyuzity
charakteristiky baz{ moci i konkrétn{ otazky z kvantitativni ¢asti vyzkumu,
tedy nami adaptovaného dotazniku Teacher Power Use Scale (viz Vickova,
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Mares, Salamounové, & Jezek, 2015). Dle pfedem danych kritérii probéhlo
tematické kédovani (deduktivni pfistup na teoretické bazi), které bylo ale
paralelné doprovazeno kédovanim otevienym (induktivni pfistup na empi-
rické bazi)®. Tematické kédovani umoznilo identifikovat sekvence donu-
covaci moci a skrze oteviené kédovani z nich vystoupily jejich dil¢i charak-
teristiky a mozné interpretace.

Pted prezentovanim dil¢ich vysledka naseho vyzkumu a jejich diskuse je
tfeba zminit také jeden z jeho hlavnich interpretacnich limitd, ktery souvisi
s faktem, ze jednotlivé baze moci se vétsinou uplatnuji soucasné — pouze
v rizné mife v raznych situacich. Elias a Mace (2005) na zakladé vyzkumu
bazi moci u 325 univerzitnich studentt zjistili, ze vétsina bazi moci spolu
pozitivné koreluje. Donucovaci moc je naptiklad vyrazné doprovazena moci
legitimni, protoze pokud by ucitel nemél legitimni moc, jeho uplatfiovani
donucovaci moci by bylo mnohem obtizn¢jsi. V souvislosti s adaptaci dotaz-
niku TPUS (Vlickova, Mares, Salamounovi, & Jezek, 2015, v tisku) se také
ukazalo, ze legitimn{ a donucovac{ baze moci tvoff jeden faktor. V tomto
textu se proto zaméfime pouze na donucovaci moc, piestoze je s legitimni
moci uzce provazana. Nase analyza tedy spiSe zachycuje situace, kdy donu-
covaci moc pfevazuje nad bazemi ostatnimi, jelikoz jednotlivé baze moci se
prekryvaji.

Vysledky vyzkumu

Predkladané vysledky se tykaji studentky Alice, kterd studovala 1. ro¢nik
navazujictho magisterského studia ucitelstvi obcanské vychovy pro zakladni
skoly. Alice v ramci své praxe (a zaroven v ramci naseho vyzkumu) vyucova-
la sedm hodin obc¢anské vychovy v 8. tiid¢ brnénské zakladni skoly (Slo
o skolu, kterou navstévuje piiblizné 300 zakd, z toho 24 % zaka se special-
nimi vzdélavacimi potfebami). Ve vyuce studentky Alice byl vzdy pfitomen
cvicny ucitel, ktery praxi supervidoval. Piestoze se jedna o studentku na
praxi, v nize citovanych ukazkach hovotfime o witelce, jelikoz studentka ve
skolnf{ tfid¢ vystupuje v této roli. Také je tfeba poznamenat, ze nami identi-
fikované projevy donucovaci moci u studentky Alice jsou ovlivnény specific-

Skrze tematickou analyzu spise hledime hlavni{ témata a vzorce v datech (dle vyzkum-
né otazky), nez abychom data hierarchizovali a sifeji interpretovali. Hlavni vyhody
spocivaji v organizovani a sumarizovani vyzkumnych dat (Braun & Clarke, 2000).
Oproti tomu skrze oteviené kédovani objevujeme v datech nové a neocekavané jevy,
které uspofadavame do vztahu a interpretujeme.
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kym kontextem (omezena doba pusobeni ve tf{dé¢, omezend znalost zaka,
pfitomnost cviéného ucitele atd.), ktery podrobnéji rozebereme v diskusi’.
Nami vnfmané kontextové limity vysledkt vyzkumu mohou ve svém dusled-
ku byt i jistou vyhodou a pfinosem, ve smyslu vhledu do specifik urcitych
pedagogickych situaci, které jsou relevantni pro zac¢inajici ucitele a pro vzdé-
lavatele ucitelt.

Na urovni analyzy dat z jednotlivych vyucovacich hodin se v nasem vy-
zkumu objevovaly urcité typy donucovaci moci. Nejprve proto predstavime
typologii donucovaci moci, kterou jsme ve vyuce studentky identifikovali,
a poté se zameéfime na usporadani typa donucovaci moci do urcitych struk-
tur, které nazyvame scénafi.

Typologie donncovaci moci

Jednim z vysledka analyzy dat z realizovaného vyzkumu je déleni moci na
donucovaci verbalni a neverbdlni, pfimou a nepiimou. Kombinaci téchto
kritérii vznikaji ¢tyfi typy donucovaci moci, které uvadime i s ilustrativnimi
ukdzkami v tabulce 1. Verbalni donucovaci moc vyuziva verbaln{ komuni-
kacni prostiedky, neverbalni donucovaci moc pak komunikaéni prostiedky
neverbalni. Pfima donucovaci moc je nejcastéji zacilena na konkrétniho zaka,
zatimco nepiima donucovaci moc je adresovana neosobné, vétsinou celému
tiidnimu kolektivu.

Tabulka 1
‘Typy donucovaci moci

Donucovaci

Pt¥ima Nepifima
moc

Donucovaci verbalni ptima Donucovaci verbalni nepiima

ni
Verbdlni | prilad: Vyvolavini Zika slovem | Ptiklad: Neadresnd vyzva ke tidé

Donucovaci neverbalni pfima Donucovaci neverbalni nepiima

Neverbalni | oo lad: Vyvolavini 2ika neverbalné | Priklad: Cekani na odpovéd®

Kontextovym ddajem pro kvalitativni analyzu byly také vysledky z dotazniku TPUS
ve tiidé, kde probihal vizkum. Zaci v této t¥idé piipsali studentce Alici nejvys$si moc
expertni a nejnizsi moc referencni, tzn. povazovali ji za odbornika, ale neidentifiko-
vali se s ni. Donucovaci moc vnimali u studentky jako druhou nejnizsi z bazi moci, za
ni nasledovala moc odménovaci. Znamena to, ze zaci pfipsali studentce Alici vyssi
moc odmeénovaci nez moc donucovaci, avsak rozdil mezi témito dvéma bazemi moci
byl pomérné maly.
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Vyucovaci proces ve skole probiha skrze interakci ucitele a zaku, proto je dle
analyzy v nasem vyzkumu donucovaci moc ve skoln{ tfidé spojena zejména
s vyvolavanim zaka, které zaka vlastné nuti k interakci s ucitelem. V tomto
textu tedy bude soustfedéna pozornost predevsim na vyvolavani, pfestoze
nenf jedinym projevem donucovaci moci ucitele. Vyvolavani je vsak zakladem
studentského repertoaru donucovaci moci, nebot’ studenti ucitelstvi na pra-
xi se snazi interagovat se zaky v relativne kratké dobé a bez vytvofeni hlub-
$tho vzajemného vztahu, coz mohou realizovat pravé skrze vyvolavani.
V nasem vyzkumu se ukazalo byt nejc¢astéjsSim projevem donucovaci moci
ucitele vyvolani zaka slovem: Uditel: Tak jo. Co tieba tebe napadd? Specifikem
u nekterych studenta ucitelstvi (také u nasf respondentky) je, ze zaka ztidka
vyvolavaji jménem, protoze z divodu jejich pomérné kratkého pusobeni ve
tfidé jména zaku neznaji, a nevytvofili si ani systém, jak jména zakt vyuzivat.
Tento zptsob vyvolavani zakd je méné osobni nez uzivani jejich kiestnich
jmen. Vyvolavani zaka vétsinou neprobiha pouze verbalné, ale doprovazi ho
neverbalni komunikace. Donucovaci verbaln{ pfima moc je tak doprovazena
projevy donucovaci neverbalni ptimé moci: ,, Prosim? “ (1 yvold divkn pobleden.))
Donucovaci verbalni nepfima moc je neadresnd, zamefena na celou tfidu.
Ptikladem takového uziti donucovaci moci u studentky Alice je vyrok: ,, Dzes-
ka spite, dneska se mnou nebudete spolupracovat?“Donucovaci neverbalni nepfimou
moc pak muze reprezentovat napiiklad vyuziti ticha v situaci, kdy studentka
¢eka na odpoved od zaku.

Scéndre donncovact moci
Pro ud¢itelovo uplatiiovani a kombinovani vyse zminénych typu donucovaci
moci v interakcich se Zaky jsme pouzili oznaceni scénaf, ktery chapeme jako
urcity relativné stabilizovany zpusob zvladani situac{ ve tfid¢. Predstavime
dva scénafe donucovaci moci, které jsou protichtdné: seéndr gradace moci
a seénar regignace na moc a zamyslime se nad jejich duasledky.

Scénar gradace donncovaci moci a jeho diisledky

Gradace donucovaci moci spociva ve stupnovani natlaku z pozice ucitele.
Ke gradovani dochéazi postupem od uplatnovani nepiimé moci k moci
pfimé, od neverbalni moci k moci verbalni. Tato gradace neni pouhou
kumulaci pfimé a verbalni moci. U¢itel samozfejme v urcité mife stale vyu-
ziva 1 moc neptimou a neverbalni. Prave struktura scénafe nam vsak umoz-
nuje nahlédnout na takovou sekvenci ze skoln{ tf{dy jako na celek a interpre-
tovat jeji dynamiku. Ukazku gradace moci pfindsime z hodiny obcanské
vychovy, kde se ucitelka snazi ziskat od zaku ziskat odpoved na otazku,
o jsou to city:
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Ukazka 1
Ulitelka Alice vyniuje svoji proni hodinn v ramei vyzfumn. Ve tridé je pritomno 6 divek
a 5 chlapeii. Tématem hodiny json city. Ulitelka se dle viastnich slov vénuje rozdélent citii
a jejich viivu na naladn. Téma zalind otazkon, jak by Zdci syymi slovy vysvétlili, co json
city.

D: Bolest, radost, smutek.

U: Uhm, vyborné. (1) Vzadu, napada vas néco, kdyz se fekne city? Co

byste si asociovali, kdyz feknu city. Moje city.

K: Asociovali...

U: ((Cekd na odpovéd)) donucovaci neverbalni nep¥ima moc

Dneska spite, dneska se mnou nebudete spolupracovat? (Uswiva se.)) do-

nucovaci verbalni nepfima moc

Tak jo. Co tfeba tebe napadd? donucovaci verbalni pfima moc

(2) ((Ukazuje na kinka v proni lavici u dver.)) donucovaci neverbalni pfima

moc

Jak se citi$ tfeba ted. donucovaci verbalni pfima moc

K: Hrozné.

U: Prosim? donucovaci verbalni pfima moc

K: Hrozné.

U: Hrozné? donucovaci verbalni pfima moc

K: Dobfe.

U: Dobfe. Tak jo. Takze poprosim néjak vysvétlete, co to city jsou.*

V uvedené ukazce se ucitelka snazi ziskat odpoved na svoji otazku. Po po-
lozeni prvni otazky zacind donucovaci neverbalni nepfimou moci, kdy jen
¢eka na odpoved od tfidy. Jednim z dtvodd, pro¢ odpoved neptichazi, maze
byt pouziti cizfho slova v otazce. Pfedpoklad, Ze zaci slovu ,,asociovat® ne-
rozumi, maze dokladat jeho zopakovani zakem. Na tento podnét ale ucitelka
nereaguje, soustfedi se na odpoved na svoji otazku, kterd nepfichdzi v case,
jejz ucitelka pro odpoved vymezila. Proto pokracuje neadresnou vyzvou ke
tiide, kterou interpretujeme jako nepfimou verbalni moc. Protoze ani ta
nenapliiuje ocekavani ucitelky, pfechdzi ke kombinaci donucovaci verbal-
ni pfimé a neverbalni pfimé moci, kdyz zméni adresata na konkrétniho
chlapce v prvnf lavici. Ani zacileni donucovani za pomoci vyvolani zdka

Vysvétlivky k transkriptu: U — ucitelka (v ukazkach studentka na praxi), D — divka,
K — kluk, Text — diraz na verbalni stopu (na slabiku, slovo ¢i souslovi), () — popis
prosodie nebo neverbalni aktivity (Sepot, smich, potichu ad.), (nnn) — nerozeznatelna
verbalni stopa, (1) — delsi pauza (¢islovka oznacuje délku pauzy ve vtefinach), TEXT
— nadprumeérné zvysen{ hlasitosti, zvolani, kfik, Nemy- — nedofecené slovo.
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nepfinasi na otazku odpoved, takze ucitelka voli dalsi verbalni podobu moci
skrze otazku na zaka, jak se pravé citi. Moc v této ukazce gradovala od ne-
pfimé (cela tiida) k pfimé (zak) a od neverbalni k verbalni podobé. V uvede-
né ukazce zak ucitelce po peripetii donucovaci moci poskytl ocekavanou
odpoved. Mozné dusledky vyuzit tohoto mocenského scénate vsak maji fadu
podob. Ilustrujeme je na dalsich ukazkach oducenych hodin téze studentky.

Je zfejmé, ze gradace ptsobi na vSechny zaky ve tfide, ktefi jsou ji acast-
ni, at’ je zacilena piimo na né¢ nebo ne. Gradace predevsim vytvafi urcité
napéti, které subjektivné vnimaji vsichni zaci a samozfejmé 1 ucitel. Jednim
z moznych dusledkt gradovaného napéti pak miaze byt to, ze se pfihlasi jiny
zak, nez na kterého byla donucovaci moc puvodné cilena. Dalsi z hodin
obcanské vychovy studentky Alice tuto situaci ilustruje.

Ukazka 2
Ve treti zaznamenané hodiné obianské vychovy se ucitelka Alice vénuje tématu flovék
v socidlnich vztazich. Ve tride je pritomno 10 Zakd, 6 divek a 4 chlapei.
U: Ehm. () Dobte. ((Jde ke svénu stolu a nkdse na gikyné v proni lavici.))
U: Tak () holky, kdy tfeba vam se stava, ze se nemuzete k né¢emu vyjadrit?
(Sum)
U: Zadny napad? Vzdycky mate co fict? (2) Ehm, stalo se v-
((Divka u dyeri se hlisi.))
U: Prosim. ((Dad slovo hlasici se divee.))
D: Tieba myslime na hodné véci nardz a nemiazeme jako zduaraznit, ktera
z nich je vlastné nejdtlezitejsi.
U: Ehm, vyborn¢. To je asi tvaj piipad, Ze.
D: Jo. ((Usmiva se.))

Ucitelka zde ziskala odpoved,, kterou ocekavala, byt’ od jiného zdka, nez na
kterého ptuvodneé cilila. Natlak gradace pusobil na vsechny zaky (nejen na
vyvolaného). Mtze se tedy stat, ze na sebe donucovaci moc ucitele vztihne
nektery z zaka, na které¢ho nenf pfimo cilena. Projevi se to napfiklad, kdyz
se pfihlasi nékdo jiny nez ten, na koho je natlak vyvijen. Dalsi moznou in-
terpretaci je, ze gradace dava prilezitost zaktim, ktefi se prosté pfihldsit
chtéji. Pavodni adresat gradované moci ztstava v tomto ptipadé v pasivni
rezistenci (srov. Lojdova, v tisku). V prvnim pfipadé scénat gradace prerusi-
li zaci. V druhém piipadé muze scénaf gradace pferusit sim ucitel. Jak jsme
uvedli vyse, gradace moci pusobi také na ucitele a muze byt pro néj samot-
ného subjektivné nepfijemna. Ucitel totiz mize moc gradovat jen do urcité
miry, protoze jeho prostfedky gradace donucovaci moci jsou znacné limito-
vané. Situaci muze vyfesit tak, Zze prestane cilit na jednoho zaka a uplatni
donucovaci moc na zaka jiného. V hodin¢ ob¢anské vychovy tuto strategii
ucitelka uplatnila, kdyZ se ji od zaka nedaftilo ziskat odpoved na svoji otazku:
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Ukazka 3
Ukdzka je taktés ze tieti hodiny obéanské vjohovy. Zdci diskutuji nad obrizkem hosta
a (isnika, kde se host chovd agresivné.
U: Co byste dodali o tom ¢isnikovie ((Podivi se na pasivni chlapce ve (torté
lavici n okna.)) Kluci, zkuste vzadu. Co byste fekli o ¢isnikovi, jak se chova
¢isnik?
K: ((Podivd se do ncebnice.)) Boji se.
U: Boji se ceho?
K: O misto (n).
U: Proc¢?
K: Protoze ho ch-.
U: Prosim?
K: Ja nevim. ((M/uvi velmi nezretelné.))
U: Zopakuj to nahlas, prosim té.
(Zik neodpovidd. Ulitelka dd slove pasivnim divkam v proni lavici u okna.))

Zatimco v predchozi ukazce scénat donucovaci moci uzavieli zaci, v tomto
ptipadé¢ (nedspésny) scénaf donucovaci moci ukoncila sama ucitelka. Jelikoz
zak, na kterého byla gradace cilena, setrvava v pasivni rezistenci, ucitelka ve
vztahu k nému scénaf gradace vzdava a zaméfuje se na jiné zaky. Opacnou
strategif ke gradaci donucovaci moci ucitele mize byt scénaf rezignace na
donucovaci moc.

Scénar regignace na donncovact moc a jeho diisledky

Scénaf rezignace na donucovaci moc je typicky ilustrovan neukonéenou se-
kvenci. Ucitel ,,nedotahne® svij zamér do konce, nechd napftiklad téma bez
komentafe. Na rozdil od gradace ucitel postupuje spiSe od moci pfimé
(v ukdzce zacilené na zaka Davida) k moci nepfimé (zacilené na celou tfidu).
V hodiné obcanské moci sehrala ucitelka scénaf rezignace na donucovaci
moc, kdyz upustila od vyusténi komunikaénf situace, ke kterému chtéla pt-
vodne dojit:

Ukazka 4
V" dalsi ukdszce 3 obéanské vychovy ucitelfa se $aky diskutuje priklady agresivnibo cho-
vini. Zik vnesl viastni priklad, ktery ucitelka rozviy.
K: Kdyz dotycna osoba kope néjakou holku do Zidle, tak se stane agre-
sivni ocividné.
((Dvé divky 3 tady n dveri se otaleji dozadn a sméji se.))
U: Kdo se stane agresivni{? donucovaci verbalni pfima moc
K: Ta dotyc¢na holka.
U: A ten dotycny, ktery ji kope do zidle, agresivni neni? donucovaci
verbalni pfima moc



124 KATERINA LOJDOVA, JOSEF LUKAS

K: Ocividné ne. ((Sméje se.))

((Divky se sméji.))

U: Tak mate n¢kdo na to jiny nazor () na tuto situaci? (3) Myslite si, Ze
agresivni je jenom ta divky na zidli? donucovaci verbalni nepfima moc
DD: Jo!

U: Jo (1) 4 (2). Tak kdyz se vratime, kdyz se vratite zpatky k té situaci
v restauraci. rezignace ucitele

V predlozené ukazce zaci odpovédéli jinym zptsobem, nez ucitelka oceka-
vala, kdyzZ za agresora povazovali divku z ukazky, nikoliv chlapce. Mocenskou
pfevahu nad ucitelem zde ziskavaji Zaci. Presto je zde tfeba poznamenat, ze
moc ucitele se nevytraci, protoze je to vzdy ucitel, kdo ma vice zdroji k tomu,
aby ji centralizoval do svjch rukou (Sedova, 2015). V uvedené ukazce se to
projevuje rezignaci ucitelky na pfesvédcovani zaka v diskutovaném tématu,
avSak namisto toho vyuzila ucitelka svoji mocenskou pozici k tomu, aby
otevtela jiné téma. Zaroven se zde ukazuje i mozna podoba moci zaku jako
provokace ucitele. Zaci mohou ziskat nad uéitelem prevahu i tim, ze zamér-
né odpovidaji nespravne, pficemz si ucitel nedokaze s touto situaci poradit
a na didaktické cile tak pfipadné rezignuje.

Zajimavé je, ze zatimco v didaktické oblasti si studentka Alice dovoli na
donucovaci moc rezignovat a ponecha zakovi jeho nazor, ktery je odlisny od
cila ucitele (ukazka 5), v regulativni oblasti spojené s fizenim tfidy se scéna-
fi rezignace duslednéji brani. To se déje skrze intenzivni vyuzivan{ raznych
zpusobu ukaznovani (napt. ,, Al holky, tise, neslysim®, ,,.A poslouchdme vsichni
prosim”) a odkazovani na normy (napt.: ,,.Ale hlasime se*; | Tise, tise ale! NE-
PREKRIKUJEME SE! (1) Minvi vidyoky jenom jeden”). Donucovani tak Alice
praktikuje dislednéji ve vztahu k pravidlim chovani ve tfidé nez ve vztahu
k naplnén{ svych didaktickych cila.

Ukazka 5
Utitelka se snai Zakim vysvétlit odlisny vyznam dvou rizné formulovanych vét. Zikyné
na to vsak nepristupuje a unlitelfea ji jeji nazor ponechdva.

D: Je to stejné.

U: Je to stejné? (2) Dobfte. Pokud si myslis, Ze je to stejné, tak to nech byt.

Zminény rozdil 1ze interpretovat tak, ze pro zacinajiciho ucitele je stézejni
ufidit tfidu a snaha o pfestavbu prekonceptua zaku je az krokem naslednym
(z jeho aktualniho pohledu zbytnym). Se zaméfenim na fizen{ tfidy tak do
pozadi ustupuje vzdélavaci obsah, nebot’ pokud ucitel ,,nezvladne® tfidu
naptiklad z hlediska kazné, obtizn¢ naplnuje svoje didaktické cile.
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Diskuse

Nejprve je nutné zminit nékteré z moznych okolnosti, které maji vliv na
podobu uplatniovani moci studenty ucitelstvi. Pfedev$im musime brat v potaz
vyvojovou fazi profesni kariéry nasich respondentti a s ni spojené formovani{
jejich identity (ucitele). Vyzkumy naznacuji, Zze pocatecni vyvoj profesni
identity ucitele je ovliviiovan mimo jiné pfedstavami o vyucovani, které jsou
spojeny s vlastnimi pfedchozimi zkusenostmi v roli zaka a také pochopi-
telné s obrazem uciteld, se kterymi se studenti ucitelstvi béhem své skolni
dochazky setkali (Chong & Low, 2009). Vliv pfedchozich zkusenosti patii
k $irsi skupiné moznych okolnosti, které pfi formovan{ profesni identity
zacinajicich ucitelt (ale i studentt ucitelstvi) zpusobuji razné zavazné tenze,
k nimz patfi naptiklad nesoulad mezi nasledovanim svého uvadéjictho uci-
tele (v piipadé nascho projektu ucitele cviéného) a hledanim své vlastni
cesty (Pillen, Den Brok, & Beijaard, 2013). K tomu je nutné mit na zfeteli,
ze se z hlediska vyvojové psychologie studenti ucitelstvi jesté vétsinou na-
chazeji v obdobi hledan{ identity (Erikson, 1999; Macek, 1999) ¢i tzv. vyno-
fujici se dospelosti (Arnett, 2014), kdy hledaji své misto ve svéte, jsou ¢asto
velmi zaméfeni na sebe (se/f-focus) ¢i odkladaji zavazky (commitments), spojova-
né mimo jiné s pfijetim profesni identity.

V obdob{ ptipravy k ucitelstvi se jedinci jesté plné¢ nesoustieduji na vy-
ucovani jako takové, ale spise na svuj vlastni vyvoj jakozto studenta ucitelstvi
(Fessler, 1995). V kontextu skolni tfidy je pak u studentt na praxi a zacinaji-
cich uciteld mnohdy naléhavéjsi otazka ,,jak pfezit v socialni situaci tiidy
nez otazka, jak néco zaky co nejlépe naucit na zaklad¢ respektu k jejich
vlastnimu pojeti problému (Slavik, Janik, Najvar, & PiSova, 2012). Jednim
z vyznamnych prostfedku ,,pfeziti” (prostfednictvim kazenského usmérno-
vani tfidy) se tak mtze pro tyto ucitele stat prave vyuzivani donucovaci moci
a jejich raznych scénafa. Donucovaci moc ma ovem ve skolni tfidé své
nezastupitelné misto nejen u zacinajicich, ale i u zkusenych ucitela. Zalezi
v$ak na tom, jak ji ucitel uplatfiuje a zda s jeji pomoci vytvoii konstruktivni
klima tfidy.

V nasem vyzkumu popsané scénate gradace donucovaci moci a rezignace
na donucovac{ moc predstavuji dva extrémni poly donucovaci moci ucitele,
mezi nimiz se vyskytuji podoby donucovaci moci, které nevrcholi gradaci
ani rezignaci. Jakozto extrémy patii tyto scénafe spise k nevhodnym podobam
donucovaci moci. Avsak stejné¢ jako je neutralni pojem moc, tak je saim
0 osobé neutralni i pojem donucovaci moc, a mizeme ho naplnit pozitivhim
i negativnim obsahem (Sedové, 2011). Donucovaci moc proto nelze a priori
spojit s negativnimi konotacemi, vzdy zalez{ na kontextu a vhodnosti jejiho
uzivani.
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Vhodné pouzita donucovaci moc mutze zakam pomoci regulovat vlastni
aktivity a pfispét tak k jejich pozitivnhimu vnimdn{ klimatu skoln{ tfidy.
Naopak nevhodné vyuzivand donucovaci moc muze ovlivnit klima tfidy
a proces uceni negativné, v tomto kontextu muzeme hovofit pfimo o ne-
vhodném chovan{ ucitele (srov. Mares, 2013). Nevhodné vyuzivana moc
zahrnuje napiiklad sarkasmus, kiik ve zlosti, urazeni zaka a pfisné tresty.
Takové projevy ucitele mohou vyvolavat negativni pocity zakt vzhledem
k uciteli, tzkost a strach u zakt (Mainhard, Brekelmans, & Wubbels, 2011).
Lewis (2001) pfipomind, ze ve skoln{ tfidé muze byt dosazeno stejnych vy-
sledkti nejen dirazem na poslusnost a donucovani, ale i vyjednavanim se
zaky, diskusi, skupinovou ucasti a kontrakty. Pospisil (2015, v tisku) vsak
zjistil, ze 1 zkuseni ucitelé aplikuji castéji direktivni kdzenské prostiedky
(tresty) nez ty preventivni (vyjednavani se zaky). Zvlaste pro studenty na
praxi je vyuziti preventivnich kazenskych prostfedkid a s nimi souvisejicich
prostiedkd donucovaci moci obtizné, protoze jejich smysluplné zaveden{
vyzaduje dlouhodobéjsi kontakt (spolupraci) se zaky. 1 pfesto plni pro stu-
denty na praxi donucovaci moc nezanedbatelnou funkci, protoze jim muze
pomoci sjednat ve tfide rychle pofadek (na rozdil od zdlouhavych vyjedna-
vacich strategif) a mtze tak byt nastrojem jejich vlastni ochrany (Lewis,
2001) 1 ochrany ostatnich zakua ve tfidé. S jeji pomoci tedy mohou ucitelé
vytvafet prostfedi, ve kterém lze naplnovat didaktické cile. Jak je patrné
z ukdzek, donucovaci moc u studentky ucitelstvi je spojena zejména s vyvo-
lavanim zaka a mtze naplnovat vhodnou i nevhodnou podobu prace s do-
nucovaci moci. Rizikem praktikovani ve skole muze byt to, ze si student
navykne mocenské scénafe gradace a rezignace uzivat, aniz by reflektoval
jejich dusledky. Proto vnasi popis scénatt a jejich dasledkt dulezity prvek do
ucitelského vzdélavani.

To, ze nékteré hodiny mohou pusobit dojmem boje 0o moc mezi zaky
a studentem ucitelstvi, nemusi byt nutné diusledkem nedostatku schopnosti
studenta ucitelstvi, nybrz se do toho také mize promitat aktualni klima ve
tfidé, vztah cviéného ucitele s tiidou, celkové prostiedi skoly apod. (Ergens,
2007). V neposledni fadé situaci ve Skolni tfidé ovliviuje také cvi¢ny ucitel,
ktery je ve tfidé vétdinou pfitomen. Namétem pro dalsi analyzu vyuzivani
donucovaci moci studenty ucitelstvi také mtze byt téma podilu skute¢ného
vlivu studenta na tfidu a vlivu odvozeného od (nepiimé) donucovaci moci
cvicného uditele. I t¢émito podminkami je vyuziti donucovaci moci u studen-
ta na praxi ramované.
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Zavér

V tomto clanku jsme se zabyvali studenty ucitelstvi v kritickém okamziku
jejich profesn{ pfipravy — v obdobi ziskavani prvnich praktickych zkuge-
nosti v roli ucitele skrze dlouhodobou jednosemestralni praxi. Zamefili
jsme se na déni ve skolni tfide z hlediska moci a konkrétne jsme se zabyvali
jednou z bazi moci, moci donucovaci. Kvalitativn{ analyza ptepist videoza-
znamu pfinesla ¢tyfi typy donucovaci moci, které v raznych konstelacich
tvot{ dva protichidné scénafe — gradaci a rezignaci. Jednotlivé typy a scéna-
fe donucovaci moci nejsou ,,Cistymi typy*. Vzdy se do urcité miry piekryva-
jl a zaroven nejsou vycerpavajicim obrazem reality, jedna se spise o idealni
typy v souladu s Weberovym pojetim’. Na urovni analyzy je vSak mozné tyto
typy a scénafe oddelit, coz je uziteéné pro hledani specifik zacinajicich uci-
telt a porozumén{ vyukovym situacim.

Domnivame se, ze odhalen{ specifickych aspektt vyukovych situaci
u studentu ucitelstvi (i zac¢inajicich ucitelt) muaze byt pfinosné pro profesni
pfipravu uciteld. Zejména typy donucovaci moci a z nich slozené scénafe
ukazuji opakujici se vyukové situace, do kterych studenti na praxi vstupuji.
Vysledky vyzkumu tak mohou obohatit kurikulum pregradualni ptipravy
uciteld, a to zejména v semindafich vénovanych reflexi studentskych vyukovych
praxi, kde mohou studentiim pomoci pochopit a vyfesit nékteré z problémd,
do nichz se pfi praci se tfidou dostavaji. Téma (donucovaci) moci ve tfidé¢ se
také muze stat soucasti kurikula pfedmétt zaméfenych na fizeni tfidy ¢i na
didaktiku.
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Weberovy idedlni typy jsou néstroje tvorby teorie o kulturnich jevech. Typ je idedln{
v tom smyslu, ze poskytuje idealni, tj. myslenkovy obraz socidlnich a historickych
(obecné feceno kulturnich) procest a udalosti (jevt). Idedln{ typ nevytvafime jako
prameér, ale myslenkove, typizaci, tedy jednostrannym stupfiovanim jednoho ¢i néko-
lika hledisek a vybérem souvislosti (Weber, 1949).
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