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Preface

Roman Svaiicek

This habilitation thesis represents a reflective journey through research on classroom
discourse and teacher professional development. Inspired by Kuhn’s (1962) notion of
scientific progress, what initially appeared as adaptive and exploratory endeavors forms a
coherent and structured trajectory in retrospect.

An interest in classroom discourse emerged from a desire to understand the intricate
dynamics of communication within educational settings. Influenced by Mehan’s (1979)
foundational work, the analysis focused on the role of teacher questioning, the functions of
visual acts in teacher-student interactions, and the impact of feedback mechanisms. These
explorations revealed significant discrepancies between theoretical models—such as critical
thinking and dialogic teaching—and actual classroom practices. This realization underscored
the necessity to delve deeper into both the practices themselves and the underlying reasons for
these divergences.

Recognizing that teachers play a pivotal role in shaping instructional quality and
learning outcomes, the research expanded to explore teacher professional development.
Understanding how teachers learn and evolve became essential for designing effective
professional development programs aimed at fostering dialogic teaching, promoting
cognitively demanding questioning, and enhancing feedback quality.

This thesis is thematically organized to reflect this progression. The first half examines
the principles governing classroom discourse; the second half investigates the processes of
teacher learning and professional identity formation. This structure mirrors the intellectual
synthesis of the research journey, akin to Kuhn’s concept of scientific revolutions.

The initial study, published in the Czech journal Studia paedagogica, laid the
groundwork for examining teacher questioning strategies. As the research advanced, it gained
broader recognition, culminating in publications in prestigious international journals. Notably,
the final chapter includes a paper published in the Journal of Education for Teaching, ranked
in the first quartile (Q1) of educational research journals in 2021 and 2022 according to the
Web of Science database. This progression reflects the maturation of the research and its

increasing impact within the global academic community.
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Note on the thesis layout

This thesis is submitted as a habilitation thesis in the field of education. All the chapters in
this thesis consist of previously published papers. To provide clarity, each study begins with a
brief introduction outlining its background, its connection to the field of education, and,
where relevant, the contributions of co-authors in collaborative works. |1 would like to note
that my co-authors, Klara Sed’'ova and Zuzana Salamounova, have given their full consent to
include our jointly authored works in this thesis.

The included papers are presented in their original published formats, as provided by
the respective publishers. These versions retain the original headers, which contain journal-
specific information and pagination whenever possible or when it does not interfere with the
text. To ensure uniformity throughout this thesis, an additional footer has been added to
provide continuous pagination across all chapters. Three of the chapters are in Czech and
three are in English.

The foundational research in Chapter 1 informed a set of pedagogical
recommendations published in Komensky (Svafi¢ek, 2013) under the title Seven Principles of
Cognitively Demanding Teaching. These principles offer actionable guidelines for fostering
student engagement and managing classrooms effectively. Chapter 4, which examines
participatory dynamics in educational communication, served as a foundation for subsequent
works, including Vyuziti videa pri podpore profesniho rozvoje ucitelii (The Use of Video in
Supporting Teacher Professional Development), co-authored with Klara Sed’ova (Svaiicek &
Sed’ova, 2016) and Vzdeéldavani ucitelii k efektivni vyukové komunikaci (Teacher Training for
Effective Classroom Communication, 2019). These studies emphasize the transformative role
of reflective practices and targeted training in empowering teachers to cultivate meaningful
classroom dialogue. Chapter 6 presents a case study employing detailed observational
methods to illuminate the nuances of individual teaching practices. Building on earlier
investigations (e.g., Svati¢ek, 2016), this chapter examines the intricate interplay between

pedagogical strategies and relational dynamics within the classroom.
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Chapter 1: Analyzing the function of teacher

guestions in classroom discourse

Roman Svafiéek

Background

Chapter 1 presents an in-depth analysis of teacher questioning strategies employed in lower
secondary school classrooms, uncovering critical findings with significant implications for
educational practices. The study reveals a high prevalence of closed questions, which
dominate classroom interactions and consequently limit opportunities for higher-order
thinking. Specifically, the analysis identifies a pattern in which approximately one-third of the
questions fall into one of two categories: low or high cognitive demand. For closed questions,
two-thirds are of lower cognitive demand, while for open-ended questions, one-third are of
lower cognitive demand.

A key concept introduced in this chapter is cognitive correspondence, demonstrating
that the cognitive levels of student responses mirror the cognitive levels of the teacher’s
questions. This finding underscores the influential role of teachers in shaping the cognitive
rigor of classroom instruction through their choice of questioning strategies.

The research categorizes teacher questions into four distinct types based on their function:
reproduction, memorization, discussion, and production. Building on this categorization, the
chapter proposes seven rules for fostering cognitively demanding instruction. These rules
offer a practical framework for teachers to elevate the cognitive demands placed on students,
thereby enhancing learning outcomes.

This chapter aligns with existing literature emphasizing the importance of high cognitive
challenges for promoting deep learning and academic achievement. For instance, Hattie
(2009) noted that instructional practices requiring higher cognitive engagement from students
are strongly correlated with improved academic performance. Similarly, Anderson and
Krathwohl (2001), in their revision of Bloom’s taxonomy, underscored that higher-order
questioning is essential for developing critical thinking skills.

By documenting current practices and providing actionable strategies to increase
cognitive rigor, Chapter 1 makes a significant contribution to the field of education. It equips

educators with evidence-based tools to enhance student success through more effective
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questioning techniques, bridging the gap between theory and practice in classroom

instruction.
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FUNKCE UCITELSKYCH OTAZEK
VE VYUKOVE KOMUNIKACI
NA DRUHEM STUPNI ZAKLADNI SKOLY

THE FUNCTION OF TEACHER QUESTIONING
IN EDUCATIONAL COMMUNICATION
AT LOWER SECONDARY SCHOOL

ROMAN SVARICEK

Abstrakt

Texct prezentuje vysledky vyzkumnébo Setient funkce ucitelskych otdazek ve vybranyeh humanitnich predmétech
na druhém stupni zikladnich skol. Datovy soubor je tvoren videonabravkami 32 vyucovacich hodin, jeg json
analyzoviny pomoci kvantitativnich i kvalitativnich postupi. Hlavnim cilem vyzkumn bylo 2 jistit, jaké
Sunkce plni ucitelské otazky ve vyukové komunikaci. Zajimalo nds ddle, jaké druby otizek ponsivaji nci-
telé ve vybranych predmétech, jak ucitelé pongivayi oteviené a nzaviené otizky a jak se lisi otazky dle miry
kognitivni narolnosti. 1 proni lasti clanku je vymezena niitelskd otazka, jsou popsdny typy otdazek a jejich
pocty ve sledovanych hodindch. V" drubé isti popisujeme néitelské otazky s obledem na jejich funfkee ve vy-
ukové komunikaci. Podrobné json analyzoviny (tyri typy vyukovych sekvenci (reprodufkce, memorovini,
diskuse a produkce), prostiednictvim kterych je dologeno, jaké efekty ma ugivini nzaviené a oteviené otaz-
ky nigsi kognitivni narocnosti, absence otdzek nigsi a vy$si kognitivni ndrocnosti a pangy ve vyukovém
dialogn. V" zdavérn shrnujeme dopady nlitelskych otdzek na vyukovon komunikaci a formulujeme pravidla
pro kladeni ulitelskych otazek s obledens na kognitivni prici Zakii.

Kli¢ova slova
vyukovd komunikace, vynkovy dialog, uiitelské otazky, IRF struktura, kognitivni nceni

Abstract
This paper presents the results of an investigation of the function of teacher questioning in selected humanities
subjects at the lower secondary school. The data set comprises video recordings of 32 tanght lessons which are ana-
lysed using both quantative and qualitative procedures. The main aim of the research was to establish the
Sfunctions performed by teacher questioning in edncational communication. Further we were interested in the
kinds of questions teachers use in selected subjects, how teachers use open and closed questions, and how
questions differ in terms of the cognitive demand factor. The first part of the paper specifies what teacher
questioning is, describes types of questions, and indicates their frequency in the lessons observed. In the second
part of the paper we describe teacher questions in respect of their function in educational communication. Four
types of educational sequences (reproduction, memorizing, discussion and production) are analysed in detail;
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10 ROMAN SVARICEK

by means of these sequences the effects are shown of the following: the use of closed and open questions with
a lower cognitive demand factor, the absence of questions with a lower and higher cognitive demand factor,
pauses in edncational dialogne. In the conclusion we summarize the impact of teacher questioning on ednca-
tional communication and formulate rules for the putting of teacher questions in respect of pupils’ cognitive work.

Keywords
educational communication, educational dialogne, teacher questioning, IRF structure, cognitive learning

Uvod

Studie pedagogické komunikace pfinasejf jiz po dlouha desetilet{ jak v za-
hrani¢ni, tak v ¢eské pedagogice velmi bohata zjisténi o povaze a struktufe
vyuky. V centru zkoumani obvykle nestoji osobnostni charakteristiky uci-
tele, ale to, co ucitel ve viuce realné deld a které jeho c¢innosti vyznamneé
ovliviuji uceni zaka. Vysledky empirickych zkoumani komunikace jsou vy-
znamné pro pochopeni specificnosti pedagogické komunikace, jeji bazalni
struktury, ale nasledné i pro didaktické chapani rolf jednotlivych aktéra a je-
jich jednani v komunikaci.

Jadrem této studie jsou ucitelské otazky, které jsou povazovany za klicovy
prvek procesu uceni, a to nejen ve skolni tfidé. Podle Postmana (1979, s. 140)
je veskeré nase poznan{ vysledkem tazani, a proto je mozné fici, ze kladeni
otazek ucitelem je jednim z nejdualezitéjsich intelektualnich nastroji. Jednim
z motivi, kterymi se vyklada vznik filozofie, je lidska zvidavost, potieba
znat odpovedi na zakladni otazky. Lidska zvidavost prostfednictvim tazani
reaguje na problémy, které prozivame, a na situace, ve kterych se ocitime,
aby dospéla k poznani. Recka filozofie mize slouZit jako nejstar$i ditkaz toho,
ze otazky a tazan{ jsou dulezité pro uceni. Velmi znamym pfikladem je so-
kratovsky dialog, ktery byva nahliZzen jako didakticka metoda vhodna pro
uceni se prostfednictvim expozice, rozpominani a zdivodnovani. Jak vsak
upozornuji nektef{ autofi (viz napt. Petrzelka, 2000), ptivodni sokratovska
metoda je zalozena na odlisném principu, kterym je znejisténi partnera v roz-
hovoru, a na aporii, kdy jedinec pfiznava, ze nezna odpovéd na otazku
Sokrata (ucitele). Cilem takového otfesu partnera v dialogu tak nenf vysveét-
lovani novych poznatka, ale motivace jedince, ktery zjistil, ze néco nevi,
i kdyz si pavodné myslel, Ze to vi, k hledani poznani.

Podobne zasadné se odliSuje bézna otazka od otazky didaktické ve vyu-
kové komunikaci. Zatimco v bézném rozhovoru klademe otazku proto, ze
nezname odpoved, ve skole klade ucitel otazku proto, aby zjistil, zda zak od-
poved na otazku zna a jak o ni pfemysli, jak se k ni dopracoval. Stranou
ponechame dalsi zvlastnost vyukové komunikace, kterou je zpétna vazba
uéitele zdkovi (viz Sedova, Svaticek, 2010b).
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FUNKCE UCITELSKYCH OTAZEK VE VYUKOVE KOMUNIKACI 11

V pedagogické literatufe nalezneme napfic riznymiideovymi vychodisky
jednoznacnou shodu, ze ucitelské otazky mohou vyraznou mérou podporovat
zakovské uceni (Flanders, 1970; Winne, 1979; Cazden, 1988; Mares, 1998;
Gavora, 2005; Walsh, Sattes, 2005). Brzy po publikovani Bloomovy taxono-
mické tabulky s rozdélenim kognitivnich procest podle jejich naroc¢nosti
(Bloom, 1956)" se objevuje hypotéza, zpocitku nezpochybfiovana, ze uzi-
van{ ucitelskych otazek zamétfenych na vyssi kognitivni procesy vede k tomu,
ze se zaci naudi vice, nez kdyz ucitel uziva otazky ovétujici zapamatovani fak-
tu (napt. Sanders, 1960).

V nasledujicich dekadach se vyzkumnici pokouseli experimentilné po-
tvrdit tuto hypotézu, ale i pfes velké mnozstvi experimentt se nepodafilo
jasné prokazat vztah mezi frekvenci ucitelskych otazek vyssi kognitivni
narocnosti a vysledky zaku (viz napf. Dunkin, Biddle, 1974; Winne, 1979).
Situace se tedy pon¢kud zkomplikovala. Vzhledem k tomu, Ze u vétsiny ex-
perimentt byla nasledné zpochybnéna operacionalizace proménnych (Gall,
1970; Gall a kol., 1978), nepodafilo se prakticky vibec prokazat povahu vzta-
hu mezi vyssimi kognitivnimi otazkami a ucenim zakd. Prvotni hypotéza
o otazkach vyssi kognitivni naro¢nosti se ukazala byt znaéné nejednoznacna.

Vyzkum Gallové a jejich kolegt (Gall a kol., 1978) neprokazal korelaci
mezi otazkami vyssi kognitivni naroc¢nosti a vysledky zaka. Jejich vyzkum
naopak ukazal, ze vysledky zaku jsou nejlepsi, kdyz 25 % otazek je vyss{ ko-
gnitivni naroc¢nosti a 75 % testuje fakta. Podle badateld je mozné si vysvétlit
zavery nasledovne: jestlize se zak ocitd tvafi v tvaf zméti otevienych otazek
vyssi kognitivni narocnosti (50-75 %), muze se soustiedit na odpovidani
téchto otazek, ale zaroven muze pfistoupit k ignorovani faktickych otazek
(to se prokazalo pfi testech znalost{). Idealni formou vyuky je dle Gallové
kladen{ otazek testujicich znalosti nebo vyvolavajicich z paméti cerstvé na-
byté poznatky (recitation).

Ke zcela opacnému tvrzeni, ze ucitelské otazky s vyssi kognitivn{ na-
roc¢nosti vedou k lepsim vzdélavacim vysledktim zaka nez otazky zaméfené
na nizs${ kognitivni procesy, dospiva jina linie badani. Znama4 je napiiklad
metaanalyza Redfieldové a Rousseauové (1981), které se rozhodly ovéfit vy-
sledky dvaceti experimentalnich Setfenf a podivat se na tytéz vyzkumy, kte-
ré byly ve zkoumani Winneho (1979) zhodnoceny jako neprikazné. Autorky

Vydani Bloomovy taxonomické tabulky kognitivnich procesa vedlo v nésledujicich
deseti letech k publikovani nejméné desiti dalsich klasifika¢nich systémt (viz Gall,
1970). Ackoli registrujeme i kritické ohlasy na tuto taxonomii (kritizujici napfiklad ne-
existenci linearn{ hierarchie, zaméfeni jen na kognitivni procesy, povyseni hodnoceni
nad syntézu, obtiznost rozliseni mezi nékterymi kategoriemi vyssich kognitivnich
procest — analjzou a hodnocenim apod.), domnivime se, ze Bloomova taxonomie
poskytuje vhodny raimec pro posouzeni mysleni a vysledkt zaku.
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12 ROMAN SVARICEK

hojné citovaného textu pouzily jiné metody metaanalyzy a dospély k zavéru,
ze otazky vyssi kognitivai naro¢nosti maji pozitivai dopad na uéeni zaka.?
Podle jejich zavéru plati, ze ¢im mensi skupina zaku, tim vétsi efekt maji otaz-
ky vyssi kognitivni narocnosti.

Pokusy prokazat, ze vétsi pocet otazek vyssi kognitivni ndro¢nosti auto-
maticky vede k lepsimu uceni zaku, pfinesly dukazy pro i proti. Mizeme si
problém usnadnit ideologickym fesenim, kdy oznacime jeden nazorovy tabor
za zpatecnicky, zatimco druhy za progresivni a ubirajici se spravoym smé-
rem.” Kritikové skolniho vzdélavani dlouhodobé tvrdi, Ze uéitelé vedou zaky
pouze k memorovani a osvojeni si faktti, ovsem bez durazu na vyssi kogni-
tivni procesy mysleni, jako je aplikace, syntéza ¢i hodnoceni. Zakladni
chybou takové kritiky je nejenom jeji snaha po kopirovani médnich vliva,
ale nekdy i absence empirického dikazu, o ktery by mohl byt opfen tak
zavazny hodnotovy soud. Néktera odmitnuti transmisivniho uceni jsou
inspirovana Rousseauovou kritikou obsazenou v Ewzilovi (1926) a horuji pro
romanticky ladéné, ni¢im neomezované détské objevovani svéta.

V tomto piispévku je zvolen jiny postup. Pokusime se o prozkoumani
druhu ucitelskych otazek a jejich funkce v pedagogické komunikaci na dru-
hém stupni zakladni skoly. Nebudeme se soustfedovat jen na intenci ucitele
v otazkach, protoze to plné neumoznuje poznat efekt ucitelova zaméru
(Mares, 1988). V ramci analyzy se zabyvame jak odpovéd'mi zaku, tak 1 hod-
nocenim ucitele, ale i znovunastolovanim otazky. Chceme zjistit, nejen jaky
je pocet ruznych typu otazek, ale také jaky dopad majf ucitelské otazky na
prub¢h vyuky a jak ucitelské otazky mohou zasadnim zptusobem vyukovou
komunikaci proménovat.

Ucelem ¢lanku nenf zaujmout ideologické ¢i vyslovené kritické stanovis-
ko, ale pouzit aparat etnografického vyzkumu k ziskani pedagogického mi-
kropohledu na dénf ve tfidé. Nechceme kritizovat skolu, jeji ucitele nebo
zaky. Hlavnim zamérem je peclivé analyzovat strukturu pedagogické ko-
munikace se zaméfenim na vzdélavaci ucitelské otazky* kladené ve vyukové
komunikaci a odhalit problematické sekvence. Teprve na zakladé této po-
drobné prace je mozné identifikovat situace, které je tieba zlepsit.

Sest let po Redfieldové a Rousseauové se dalsi autofi pokusili znovu nahlédnout na
stejné vyzkumy a dospéli ke stejnému presvédceni jako Winne, ze neni mozné pro-
kazat efekt otazek vyssi kognitivni naroc¢nosti na uceni zaka (Samson a kol., 1987).
Nalezneme tedy tezi, ze otazky nizsi kognitivni narocnosti snizuji ochotu zaka ris-
kovat (Alexander, 2000), stejné jako Ze bez téchto otazek neni mozné klast otazky vys-
$i kognitivni naro¢nosti (Gall a kol., 1978).

Dle Marese a Kfivohlavého (1995) maji ucitelské otazky ti funkce: organizacni, vzde-
lavaci a vychovnou. V textu se vénujeme pouze vzdélavaci funkci otdzek. Vyuzivani
ucitelskych otazek k vychovné funkei (k mocenskym zameérim ucitele a posileni vztahu
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FUNKCE UCITELSKYCH OTAZEK VE VYUKOVE KOMUNIKACI 13
Metodologie vyzkumného Setfeni

Z uvedenych divodu jsme se rozhodli optikou ucitelskych otazek prozkoumat
data z terénnfho vyzkumu vyukové komunikace v prostfedi sedmé a osmé
tiidy druhého stupné zakladni skoly. Jde o data, ktera jsme sbirali v prab¢hu
skolniho roku 2009/2010, pficemz sbér zahrnoval etnografické pozorovani
ve tfidach, videostudie vyucovacich hodin, hloubkové rozhovory s uciteli
a dotazniky pro zaky. Vzorek tvotilo 16 riznych tiid vyucovanych 16 raz-
nymi uéiteli na ¢tyfech raznych skolach.” Dvé ze skol, na nichz byl vyzkum
realizovan, byly méstské, jedna venkovska a jedna se nachdzela v malém més-
té.® Vyucujici, ktef{ se vyzkumu zacastnili, u¢ili ve sledovanych tfidich ces-
ky jazyk, d¢jepis nebo obc¢anskou vychovu a prave tato vyuka byla pfedmétem
pozorovani a videonahravek. Divodem tohoto omezeni byl pfedpoklad,
ze komunikace v raznych pfedmétech mize byt ovlivnéna obsahem vyuco-
vané latky. Vzhledem k tomu, ze vyuku v pfirodovédnych pfedmétech zkou-
ma v soucasné dobé metodou videostudii tym Centra zakladniho vyzkumu
skolnfho vzdelavani (ackoli nejde o vyzkum zameéfeny primarné na pedago-
gickou komunikaci),” volili jsme zamérné pfedméty humanitni. Sekunddrnim
dusledkem uvedeného omezeni byla skute¢nost, ze se ve vybranych $kolach
vyskytovalo vzdy jen nékolik uciteld, kteti odpovidali nasim kritériim (tzn.
vyucovali ¢esky jazyk, obc¢anskou vychovu nebo déjepis v Sesté az devaté tii-
de), a tudiz se tim omezil samovybér respondentt (v tom smyslu, ze bychom
spolupracovali jen s témi uciteli, které vedeni skoly povazuje za ,vzorové"
piiklady nebo kteff sami projevuji aktivni zajem o participaci na vyzkumu).
Z celé vyucovaci hodiny se v tomto textu zaméfime pouze na vyukovou ko-
munikaci, a zejména na vzdélavaci ucitelské otazky a jejich funkei.

V této studii pracujeme pfedevsim s daty z videostudii,” které byly pte-
psany do podoby doslovnych transkripci komunikace ve vyucovaci hodiné

se zaky) je pfedmétem analyzy jiné studie (Sedova, 2011). Skupinovou préci, koopera-
tivni vyuku ¢i organizacni otazky ponechime mimo obzor vyzkumu (navic se objevu-
ji jen velmi malo). Na druhou stranu se také nebudeme vénovat paralingvistickym
a extralingvistickym prostfedkum pedagogické komunikace, ackoliv je zfejmé (Walsh,
Sattes, 2005), ze maji pozitivni vliv na u¢eni zaka.

Slo o bézné ttidy zakladni skoly, zadna z nich nebyla vibérova. Poéetnost jednotlivych
tfid znac¢né kolisala (mimo jiné i v dusledku aktualnich absenci zakl), nejméné napl-
néna tifda ¢itala 8 zaka, nejvyssi pocet zaka pfi vyzkumu ¢inil 24.

Zakladnim pozadavkem na vybér skoly bylo, aby skola nevybocovala z praméru ces-
kych zakladnich kol ideovym sméfovanim (napf. alternativni skola) ani skladbou zaka
(napi. vybérova skola). Ve vsech piipadech se jednalo o skoly v Jihomoravském kraji.
7 Srov. napft. Janik a kol., 2008; Hubelova a kol., 2008.

Termin videostudie byva pouzivan pro rizné typy vyzkumd, které jsou zalozeny na
analyze videozaznamu (Janik, Najvar, 2008). Celkem jsme pofidili 32 videostudif, tzn.

44 dvévyucovaci hodiny od kazd¢ho ucitele ve vzorku. R. Svaricek
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a umoznujf detailni analyzu dat. Jde o metodu umoziujici ziskat (a predevsim
fixovat pro dalsi analyzu) hluboky popis déni v hodiné. Pfi pfimém pozoro-
van{ je pozornost vyzkumnika vzdy velmi selektivni a jeho zapisky ¢i za-
znamové archy jsou nutné fragmentarni. Ackoli ma metoda videostudie sva
omezeni, z nichz n¢kterd jsme ve vétsim detailu diskutovali v pfedchazejicich
textech (éed’ové, Svaticek, 2010b), vaimame ji jako nejlepsi dostupnou me-
todu, ktera nam umoznuje ziskat o objektu naseho zajmu velké mnozstvi
detailnich informaci. Vedle toho pracujeme s daty z pozorovani a rovnéz
z hloubkovych rozhovort s uciteli.

Jde samozfejmé o omezeny vzorek bez naroku na reprezentativnost, avsak
vzhledem k mnozstvi dat, které jsme v jednotlivych tfidach ziskavali, a vzhle-
dem k zdméru analyzovat data pfedevsim kvalitativnimi postupy se jevi
jako dostacujici. Zavéry zde predkladané nezobecnujeme na celou populaci
zakt a uditelu (viz problém zobecnitelnosti — Bassey, 2001), ale pokousime
se vytvofit davéryhodny model, ktery je podlozen empirickymi nalezy.

S kazdym z vybranych ucitelt jsme na samém zacatku celého Setfeni pro-
vedli hloubkovy rozhovor mapujici raimcové postoje k vyukové komunikaci
a deklarované komunikacni postupy. Nasledné jsme realizovali sérii pozoro-
vani zavr$enou dvéma videonahriavkami vyucovaci hodiny. Bezprostfedné
po natocen{ druhé videonahravky (v nasledujici vyucovaci hoding¢) jsme za-
kum distribuovali dotaznik zaméfeny na jejich vaimani komunikace v pravé
uplynulé hodiné. Poslednim bodem sbéru dat byl druhy hloubkovy rozhovor
s uciteli, jehoZz schéma bylo sestavovano jednotlivym ucitelim na miru po-
dle toho, co jsme zaznamenali jako typické v priubéhu pozorovani.

Zaznamovy protokol obsahoval anonymizované zakladni identifika¢ni
udaje o dané vyucovaci hodiné a pfepis celé vyuky. Hodinu jsme rozdélili
do blokt po péti minutach, kvuali nasledné identifikaci v nahravce. Pravidla
transkripéniho pfepisu jsme vytvofili podle notace Jeffersonové (1984).°
Takto vzniklé protokoly slouzi jako material pro kvalitativni analyzu za po-
uziti softwaru ATLAS.ti (verze 5.6) a rovnéz pro jednoduchou deskriptivni
analyzu kvantitativni. Pfi analyze komunikacnich struktur jsme postupova-
li tak, Ze jsme cely material okédovali sadou 39 kédu, z nichz nékteré jsme
méli pfipraveny pfedem (napt. kody typu Iniciace: oteviend otizka, Iniciace: uza-
viend otazka, Iniciace: oteviend otdzka nigsi kognitivni ndroinosti...), jiné vznikaly
teprve v prubchu kédovani (diktdt, Evaluace: otazka s absorpei...). Vzhledem
k tomu, ze se na kddovani podileli vsichni ¢tyfi ¢lenové tymu'’, bylo tieba

Provedeny prvni pfepis videonahravek byl podroben dvéma naslednym kontrolam, pfi
kterych byl pfepis korigovan.

Vyzkumny tym tvofili ¢lenové Ustavu pedagogickych véd Filozofické fakulty Masa-
rykovy univerzity: Klara Sedova, Roman Svafticek, Zuzana Makovska a Jiti Zounck.

15 Habilitation theses R. Svafiek
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neustale hlidat shodu kodért a vracet se k jiz zakédovanému materialu
a upravovat jej tak, abychom dosahli co nejvétsi konzistence a tim dostali kri-
tériu spolehlivosti (viz Svaticek, 2007)."" S takto vzniklymi kédy mizeme
provadét jednak jednoduché kvantitativni operace (absolutn{ a relativni cet-
nost jednotlivych jevt), jednak jsme jejich pomoci roztfidili material pro dal-
§1 kvalitativan{ rozbor.

Vedle prace s protokoly pracujeme pfimo s videonahravkami, a to me-
todou nepfimého pozorovani, kdy zaskoleny pozorovatel sleduje videona-
hravku a zaznamenava pfedem urcené jevy ve zvoleném intervalu (v nasem
pripadé¢ po péti vtefinach) do pfipraveného pozorovaciho archu —jde o tech-
niku na bazi Flandersovy interakéni analyzy (Flanders, 1970)."* Kromé toho
jsme vyvinuli vlastni{ pozorovaci systém zaméfeny na identifikaci raznych
typu ¢innosti ve tfidé. Nalezy ziskané touto cestou zde prezentujeme vybeé-
rove, predev$im nam jde o zjisténi podilu dialogické komunikace v hodiné
a urcen{ proporci verbalnich aktivit ucitele a zaku.

Hlavni vyzkumna otazka, ktera vedla k interpretaci dat, znéla nasledovné:
Jaké typy otazek ucitelé ve vyuCovani kladou a jaké funkce plni tyto
otazky ve vyukové komunikaci? Pfianalyze jsme se ddle drzeli téchto spe-
cifickych vyzkumnych otazek: Jaké typy otazek pouzivaji ucitelé ve vybranych
pfedmétech? Jak jsou jednotlivé druhy otazek zastoupeny v danych vyuco-
vacich hodinach? Jak ucitelé pouzivaji oteviené a uzaviené otazkyr
Jak je mozné odlisit otazky podle miry kognitivni narocnosti?

Typy otazek

Nyn{ se podivejme na typologii otazek, kterou jsme pouzili. Ucelem této ¢as-
ti textu je zaprvé vymezit, co znamena otazka ucitele. Zadruhé kvantifikuje-
me pocet kladenych otazek uciteli v nasem vyzkumu, zatfeti se vénujeme
otazkam podle jejich otevienosti ¢i uzavienosti a zactvrté rozdélime otazky
na ty, které jsou zaméfeny na nizsi kognitivni procesy a na vyssi kognitivn{
procesy. Konecné zapaté nahlédneme, jak pocet otazek proménuje vyukovou
komunikaci.

Tato ¢ast vyzkumného procesu se ukazala byt extrémné ¢asové naro¢nd. Jednak z du-
vodu velkého mnozstvi dat (vytvofili jsme celkem 10 000 zakédovanych citaci), jed-
nak z duvodu kédovani ¢tyfmi vyzkumniky. Proto jsme opakovane provedli dvojité
kédovani (vice vyzkumniki kéduje stejny text) a opétovné kédovani celého datového
bloku (kazdy badatel kédoval svoje data celkem ¢tytikrat). Kazdy badatel pfitom ké-
doval ty pfepisy nahravek, kterych se pfimo ucastnil jako pozorovatel, abychom za-
jistili co nejaplnéjsi porozuméni smyslu danych komunikacnich vymeén.

Ackoli puvodni Flandersova technika predpoklada kratsi — tfisekundovy — interval.

16 Habilitation theses R. Svafiek
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Definice otazky ucitele

Jak vypada ucitelska otazka ve skolnim vyukové komunikaci? Jedna se vzdy
o vypoved ucitele ve formé tazaci véty? Nikoliv. Domnivame se, ze je nut-
né posuzovat ucitelskou otazku podle komunikacnfho zaméru mluvciho,
realizovaného v jeho vipovédi (viz Cechové a kol., 2000). Komunikaéni funk-
ce vypovedi je urcena jak veétnou formou (Kdo by to byl tusil?), kdy je forma
vypovedi tazaci a na konci véty je otaznik, tak pfedevsim kontextem inter-
akéni vymeény. Tento postup zaprvé umoznuje, abychom odfiltrovali fec-
nické otazky, které maji tazaci vétnou formu, ale odpoveéd obsahuji v sobé
(Nikdo to netusil.). Zadruhé mizeme takto mezi ucitelské otazky pocitat také
pfima vyjadfeni, ktera maji formu oznamovaci (Podivime se na proni priklad,
Katko.), formu rozkazovaci (Chei slyset vase odpovédi!) nebo formu praci (Kég by
to konelné nékdo spravné odpovédél.). Jedna se o povely, pokyny, vybidnut{ ¢i pfa-
ni mluvciho. Takova vyjadient jsou béznou soucasti vyukové komunikace
a zaci druhého stupné zakladn{ skoly jsou na zakladé svych zkusenosti schop-
ni rozpoznat zameér mluvcéiho (ucitele). Dalo by se doslova fici, ze Zaci znaji
skryta pravidla vyukové komunikace."

Pfi analyze pfepist videonahravek jsme zavedli dve kategorie, které uka-
zuji, ze posuzovat otazku ucitele podle komunikac¢niho zaméru ma svij smysl.
Prvni kategorii jsme nazvali Prodlouzeni IRF a takovou otazku ucitel pokla-
dal tehdy, kdyz Zaci odpovedéli spravné na jeho otazku, ale ucitel si vyzadal
dalsi priklad spravné odpovedi (Dobre, kdo by tam dal néco jiného?). Druha kate-
gorie oznacuje takové otazky ucitele, které jsou kladeny po nespravné odpo-
vedi zaka a ucitelé v nich opakuji zadani pfedchozi otazky (Ano, je to casopis,
ale to mné ddvas jedno slovo, ja chei souslovr.). Kategorii jsme oznacili jako Nega-
tivni evaluace: reiniciace. Ucitel tak ¢asto prostfednictvim otazky iniciuje
interakci, ktera se sklada z n¢kolika sekvenci, kdy se nékolikrat opakuji jed-
notlivé casti struktury (otazka ucitele, odpoved zdka, hodnocen{ ucitelem).

Pocty otazek

Pocet otazek polozenych ucitelem béhem vyuky je zkouman jiz velmi dlou-
ho. Stevensova (1912, cit. podle Gall, 1970) odhadovala, ze 4/5 skolniho dne
jsou vyplnény ucitelskymi otazkami a zakovskymi odpovédmi. To podle ni
znamena, ze americky ucitel na druhém stupni na pocatku dvacatého stoleti
polozil asi 400 otazek za den (2/3 otazek byly pfitom zaméfeny na fakta).

B Ucitelské otazky jsou nékdy urceny celé tiidé a nekdy vybranému zakovi (takovym otdz-
kam fikame adresné). Pokud v textu neindikujeme jinak, bude se vzdy jednat o uci-

telské otazky urcené celé tiide.

17 Habilitation theses R. Svafiek
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Je tedy obecné znamo, ze ucitelé kladou velky pocet otazek, jejich vyssi
mnozstvi byva spojovano s neefektivitou vyukové komunikace, nebot’ zaci
musi odpovidat rychle a nezbyva jim cas na promysleni ucitelskych dotazu
(Pstruzinova, 1992). V nasem vzorku jsme identifikovali 1389 otazek, to zna-
mena v praméru 43 otizek na jednu vyucovaci hodinu." To je vysledek,
ktery se velmi lis{ od naleza Pstruzinové z pocatku 90. let minulého stolet,
kdy zaznamenala 84 otdzek na jednu vyucovaci hodinu (Pstruzinova, 1992)
1 od naleza Hrdiny, ktery dospél koncem 80. let na Slovensku k velmi po-
dobnému ¢islu 88 otdzek na jednu vyucovaci hodinu (Hrdina, 1988)."

Pocet otazek se vsak v jednotlivych vyucovacich hodinach vyrazné pro-
ménuje. Nejméné jsme zaznamenali 8 otazek (hodina literatury, kdy zaci ve
dvou tfetindch casu prezentovali svoje referaty na téma Co jsem fet/) a nejvice
144 otazek (hodina mluvnice). Tim padem se meéni i Cas, ktery maji Zaci
k dispozici na zodpovézeni otazky. Zatimco v pfipadé 8 otazek za hodinu jsou
k dispozici vice nez 4 minuty na odpovéd’ (coz ovSem neznamena, ze zaci celé
4 minuty fesi odpoved na otazku), v piipadé 144 otazek dostavaji zaci takika

Graf ¢. 1: PoCet otazek na vyucovaci pfedmét
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Mame na mysli otazky vztahujici se k probirané latce, do analyzy nezahrnujeme orga-
nizacni a vychovné otazky.
Vzhledem k tomu, ze v nasem vyzkumu zkoumame pouze druhy stupen zakladni sko-
ly, zatimco Hrdina i Pstruzinova oba stupn¢, nemtizeme s jistotou hovofit o klesajici
frekvenci ucitelského tazani na druhém stupni zdkladnf skoly.

18 Habilitation theses R. Svafiek
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5 otazek za minutu. To jsou v$ak krajni polohy celého spektra. Median byl vy-
pocitan na 34,5 otazek, coz znamena jednu otazku za minutu, kdyz odmyslime
¢as vénovany organiza¢nim a vychovnym zilezitostem v hodiné.

Zkoumali jsme, jak se lis{ pocet otazek kladenych uciteli v jednotlivych
vyucovacich predmétech, které jsme sledovali. Jak ukazuje nasledujici graf
¢. 1, nejméne otazek je v prameru kladeno v obéanské vychove (28), zatimco
dvojnasobek otdzek kladou ucitelé v predmetu mluvnice (56).

V dalsi ¢asti uvidime, ze se vyznamne¢ lisi povaha téchto otizek — za-
timco v obc¢anské vychove nalezneme vétsinou oteviené otazky, v mluvnici
se jedna o otazky uzaviené.

Oteviené a uzaviené otazky

V literatufe se ¢asto uvadi, ze ucitelé kladou predevsim uzaviené otazky po-
zadujici po Zzacich kognitivn{ operace nizsiho fadu (srov. Gall, 1970; Gavora,
2005). Podle n¢kterych badatelt mohou oteviené otazky vyrazné piispét
k vytvateni vlastnich zakovskych teorii, a to naptiklad i v matematice (Mar-
tino, Maher, 1999). Nejprve se podivime na otevienost otazek a posléze na
problematiku kognitivn{ naro¢nosti.

Oteviena otazka ponechava dotazanému prostor, aby se rozhovofil
(Vybiral, 2000). Na otevfenou otazku neexistuje jen jedna spravna odpoved,
ktera by byla dopfedu dana. V bézné komunikaci nalezneme vétsi mnozstvi
otazek otevienych nez uzavienych, zatimco ve vyukové komunikaci je tomu
naopak. Jelikoz skolni vyukova komunikace neni autentickym dialogem,
ale spise pedagogickym pseudodialogem (Mares, 1988), budeme se zaobirat
i uzavienymi otazkami. Uzaviena otazka je definovana jako takova otazka,
na kterou existuje jen jedna spravnd odpoved, kterou navic ucitel dopfedu
ZNA.

V nasem vyzkumu jsme identifikovali 25 % otazek otevienych oproti
75 % otazkam uzavienym. Z Sestnicti sledovanych ucitelt pokladaji vice ote-
vienych nez uzavienych otazek pouze tfi ucitelky. Jedna se o ucitelky Vero-
niku, Marcelu a Evu, které vyucuji pfedmét obcanska vychova, coz vede
k zavéru (platnému pro nas vzorek), ze druh vyucovaciho predmétu ovliv-
fiuje podobu ucitelského tazani.

Podivejme se podrobnéji na zjistené vysledky napfic jednotlivymi pfed-
méty. Graf ¢. 2 ukazuje, ze ¢im vice se klade otdzek, tim méné je jich ote-
vienych.

19 Habilitation theses R. Svaricek
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Graf ¢. 2: Podil otevienych a uzavienych otazek v jednotlivych pfedmétech
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Vodorovna osa ukazuje jednotlivé pfedmeéty, zatimco svisld osa primeérné
pocty otazek v danych predmeétech. Muzeme tedy zformulovat jednoduché
pravidlo, ze ¢im vice je v pfedmétu kladeno otazek, tim méné je to otazek
otevfenych.

Obcanska vychova je predmét, kde se vyskytuje nejvétsi procento ote-
vienych otazek, zatimco déjepis je typicky vyskytem uzavienych otdzek.
To ukazuje i nasledujici graf ¢. 3.

Graf ¢. 3: Podily otevienych a uzavienych otazek v pfedmétech déjepis
a obcanska vychova
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Zatimco v déjepise je 95 % vsech otazek uzavienych, coz je nejvétsi pro-
cento ze vsech pfedméti, v obcanské vychove je 68 % otazek naopak ote-
vienych, coz tento pfedmeét ¢in{ vyjimecnym z druhé strany. V celkovém
souctu otazek je v obcanské vychové o 20 % méné viech polozenych otazek
nez v déjepise (28 versus 40 otazek).
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Je mozna samozfejmé, ze mluvnice se systémem drilovacich cviceni
znamena velké mnozstvi uzavienych ucitelskych otazek. Zajimav¢jsi je viak
zjisténi, Zze vyucovany pfedmét a povaha ukola, které jsou v ném feseny,
v uvedenych pfipadech znacné ovliviiuje pfedevsim typ polozené otazky.
V d¢jepise ucitel v pruab¢hu hodiny polozi pouze dvé oteviené otazky, za-
timco v obcanské vychove je to 19, i kdyz je zde polozeno méné otazek na
jednu hodinu.

Otazky niZsi a vy$s$i kognitivni naro¢nosti

Pro klasifikaci kognitivni narocnosti otazek ucitele jsme zvolili systém Bloo-
ma (1956). Tento postup umoznuje spolehlivé uréit kognitivni naroc¢nost
otazek ucitele, coz je pro nas podstatné. Problematické vsak bylo rozpoznat,
jestli je odpovéd’ zaka dokladem vysstho kognitivaiho procesu v jeho mys-
leni, nebo nizsiho kognitivniho procesu. Pfi odpovedi na otazku ucitele
Zhodnotte dopad viddy Marie Terezie pro ceské emé, muze zak bud’ odpoveéd sam
vytvofit na zaklade svych znalosti (vyssi kognitivni proces), nebo si mize
vybavit odpovéd’ na tuto otizku z minulé hodiny (niz$i kognitivai proces)."

Otazka vyssi kognitivni narocnosti (bigher cognitive question) je takova otaz-
ka, ktera splniuje dvé podminky. Zaprvé dle Bloomovy taxonomické tabulky
(Bloom, 1956) se vztahuje na otazky zaméfené na aplikaci, analyzu, syntézu
a hodnoceni. Zadruhé odpoveéd na takovou otazku nesmi byt pfimo do-
stupnd z ucebnice ¢i jiného materidlu, ktery majf zaci k dispozici.

Otazky niZsi kognitivni narocnosti (lower cognitive question) jsou takové otaz-
ky, jez jsou zaméfeny na doslovné vybaveni si faktu, ktery byl jiz aspon jed-
nou v néjaké podobé ucitelem prezentovan. Tento typ otizek koresponduje
s urovnémi znalost a pochopeni dle Bloomovy tabulky.

My jsme se vSak rozhodli mezi procesy vyssi kognitivni naro¢nosti za-
fadit také proces pochopeni, protoze pro vysvétleni porozumeéni urcitému
jevu musi zak ve vyukové komunikaci uzit kognitivniho procesu aplikace.
Prosté Ano v odpovedi na otazku Rozumite tomn? bychom tedy nefadili mezi
vys$si kognitivni procesy, nebot’ neukazuje myslenkovou praci zaku.

1o Tomu jsme se snazili pfedejit dlouhodobéj§im pozorovanim vyuky pfed samotnym

natacenim a studiem ucebnic, které Zaci pouzivali. Klicem vs$ak bylo mit k dispozici
piesné piepisy celych vyucovacich hodin, a ne jen utrzkovité poznamky popisujici né-
kolik aktivit v hodiné. Diky tomu jsme mohli nejen rozpoznat komunikacni zameér uci-
tele, ale predevsim zpétnou vazbu ucitele, kterd ndm ¢asto umoznila urcit kognitivn{
naroc¢nost odpovedi zdka. Ve druhém hloubkovém rozhovoru s uciteli jsme nékteré
problematické pasaze diskutovali.
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e

Schéma ¢. 1: NiZsi a vy$si kognitivni procesy

Hodnoceni

Syntéza

Analyza

Aplikace

Vyssi kognitivni procesy 39 %

Pochopeni

Znalost Nizsi kognitivn{ procesy 61 %

V nasem vzorku otazky nizsi kognitivai naroc¢nosti tvoti 61 % vsech polo-
zenych otazek, zbyly podil pfedstavuji otazky vyssi kognitivni narocnosti
(39 %). Ptevazuji tedy otazky, které zjist'uji pametni znalost jiz difve osvo-
jeného faktu, kdy jsou zaci vybizeni ucitelem k tomu, aby zopakovali fakta

v podobg, jakd jim byla prezentovana.

Spojime-li obé vyse uvedené dimenze tiidéni otazek, dostaneme se ke cty-

fem riznym typum otazek:

1) Uzavfend otazka nizsi kognitivni naroc¢nosti: jde o pozadavek na sdéleni

dfive osvojeného faktu. V nasem vzorku se nejcastéji tyto otazky vyskytuji
v hodinach dé&jepisu.”

Ukazka ¢. 1:

U: Dnes budeme mluvit o tom, jak se u nas obnovovala po tficetileté val-
ce opét katolicka vira a co bylo ddl, co, co se k tomu vSechno vaze. Ale ja
musim zacit trosku jinak, décka. Ehm. Ja jsem jen, ted’ jsem vlastn¢ ko-
lem roku 1713 pfesn¢ a v této dob¢, po tficetileté valce, vladne tento pa-
novnik (ukazuje gakiim v proni lavici obragek s panovnikem v knize). Je to otec
budouci velice vyznamné cisafovny, Marie Terezie. Jmenuje se, Honzo (#a
bdka)? Karel?

7 Honza: Karel Ctvrty.

U: Ne ctvrty, ten uz davno je po smrti. (kdravy pobled na Honzu)

Z Daniel: Sesty.

U: Karel Sesty. Je to habsbursky panovnik (#ételka jde s knibon doprostied

pred tabuli a nkazuje ji celé t77dé) a ocekava, velmi ocekava potomka, samo-
zfejmé panovnici vzdycky chteli mit potomka jakého?

Z.7: Syna.

U: Kluka, samozfejmé. Dalstho naslednika, ze?

7 Pasaz, na kterou v citaci zejména odkazujeme, je zvyraznéna podtrzenim.
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2) Uzavtena otazka vys$si kognitivni naroc¢nosti: jde o zadani vyZzadujici apli-
kaci néjakého pravidla, nejde tedy pouze o pamétni dlohu, pfedpokladem je
zakovské porozuméni. Zadani vzdy sméfuje k jediné spravné odpovédi.
Typickou platformou pro tento typ otazek je vyuka ceského jazyka.

Ukazka ¢. 2:

7. Tvo8§: (zalind cist cviceni 3 niebnice zamévené na odliseni zakladnibo a prenesené-
ho vyznamu slova) Pti stavbé dalnice se pouzivaji vykonné stroje. Stavba sta-
la na kraji mésta.

U: Tak. Kde je zakladn{ vyznam slova? U kterého vyrazu?

(panza, Ivos neodpovida)

U: Zakladni vyznam je ta ¢innost, takze...? Kde se jedna o ¢innost?
(panza, Sunm ve 17de)

U: A pifeneseny vyznam je véc. Takze kde je zdkladni? No, Miso?

Z Misa: Pfi stavbé dalnice.

U: Pri stavbé dalnice, ano.

3) Otevfena otazka nizsi kognitivni naroc¢nosti: tento typ dotazovani — cha-
rakteristicky pfedevsim pro hodiny obc¢anské vychovy — se v nasem vzorku
vyskytuje ve dvou zakladnich variantich. Mize jit o dotaz na osobni zivot
zaki, jehoz realie je v dané chvili mozné propojit s vyucovanou latkou.

Ukazka &. 3:
U: Ale ja se jeste vratim k tém kapucintim. Byli jste v Brné¢, décka? Na vy-
leté nekdy, v Brné? Osmaci? Tam je kapucinska hrobka. Nebyli jste tam,

u kapucini, v podzemi?
Z7: Ne.

Vedle toho muze jit o jednoduché dotazovani na velmi pocetnou mnozinu
predmeétu, které zaci vyjmenovavaji, aniz by to vyzadovalo néjakou naro¢néj-
§1 kognitivni operaci.

Ukazka ¢. 4:

U: Tak, my dneska zaciname velké téma kultura. (pise na tabuli nadpis ,, KUL-
TURA"a podtrhuje ho) A nasim ukolem dneska asi bude co? M¢li bysme si
vysvétlit, co to vlastné ta kultura je, co si pod tim pojmem pfedstavujete.
Meli bysme si zkusit ten pojem néjak nadefinovat. Abysme vlastné méli
moznost védét, co v téch dalsich hodinach budeme probirat. Urcité ko-
lem vas nékdy to slovo kultura probéhlo. Asi mate néjakou predstavu
o tom, co to ta kultura je, takze chvilicku se zamyslete. (Fdci se zalinaji hli-
sit) A kdyz se zeptdm, kdyz feknu kultura, co vas napadne, co si pod tim

pojmem piedstavite. F, co byste mné o tom tieba fekli. Ja zkusim psat ty
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vase myslenky na tabuli. A moznd si s tim, co vymyslite, budeme trosicku
hrat. Jo? Takze, zase vSechny ruce nahoru skoro. (Zdci se entuziasticky hlisi)
Téakze to jsem rada. Tak, takze, Simone?

Z Simon: Kulturni dém.

U: Kulturni dam. Tak ja to budu psat, tak jak to budete fikat, jo? (zapisu-
Je na tabuli ,, fult. dim*) Tak co dal vam probleskne hlavou (nkazuje si obéma
ukazovdlky na blavn), kdyz se fekne kultura? Tak, postupné. (wkazuje na hli-
sicl se Zakyni)

Z Simona: Tak, chozeni do divadla.

U: Tak, ja napisu divadlo, jo? (pise ,,divadle”) Tak, co dal?

Z Radka: Pozvinka na diskotéku.

U: Diskotéka. (pise ,,diskotéka”) Tak, co dal?

Z Marek: Kulturisti.

U: Kulturisti. (pise ,, kulturisti®, pousméje se u toho)

22 (smich)

U: Tak, Marek je sportovec, to se dalo ¢ekat. Co dal?

Z Lucie: Narodni pamatky.

U: Narodni pamatky. Vyborne. (pise , pamatky) Co dal vas napadne?

4) Otevtena otazka vyssi kognitivni naroc¢nosti: tyto otazky sméfuji k ana-
Iyze, hodnoceni ¢i tvofivému vykonu a neexistuje pfedem dana spravna od-
poved, kterou by Zaci museli naplnit. V teorii pedagogické komunikace se
praveé tento typ otazek povazuje za nejproduktivnéjsi a vedouci k rozvoji za-
kovského mysleni. V nasem vzorku se tento typ otazek nevaze na konkrétni
pfedmet, pres relativni nepocetnost se vyskytuje ve veétsing sledovanych hodin.

Ukazka €. 5:

U: Aktivni volebn{ pravo je od osmnacti let, to znamena, ze od osmnacti
let muzete, jestli cheete, jit volit. Na kom to zalezi?

Z Monika: Na sobé.

U: Mite jit volit, nebo ne?

Z Monika: Jak chcem.

7. Pavel: (ve stejnon chvili jako Monika) MEi bysme.

U: Pro¢? (na Pavla) Proc jo a pro¢ ne? (na tidn)

(Sum: ve t17dé)

Z Pavel: Jo, tak ja nevim. ..

U: Tak #1kas jo, tak tfeba néjaky davod, proc jo? (#a Pavia)

Z Pavel: Tak ja nevim... protoze vyjadiujeme, jako Ze s kterou stranou
sympatizujeme.

U: (kyvi hiavon) Jo. Ze si tieba potom nemizete fict, Ze budete nadavat,
protoze jste si volili lip. Pro¢ ne?

Z. Alice: Protoze pak nadavat nebudeme (5 smévem).
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Tabulka ¢. 1 zachycuje skutec¢nost, ze tyto ¢tyfi typy otazek jsou v nami zkou-
mané vyukové komunikaci zastoupeny ve velmi rizné mife. Vice nez polo-
vinu dotazu, které ucitel béhem hodiny poklada, tvofi uzaviené otazky niz-
ké kognitivni narocnost zaméfené na pamétni reprodukei osvojenych faktu.
Naopak nejnizsi zastoupeni maji otazky, jejichz kognitivni naro¢nost je rov-
néz nizka, avsak jsou oteviené. Toto rozlozeni muzeme porovnat s britskymi
daty z projektu ORACLE (Galton a kol., 1980; Galton a kol., 1999) — ve tfi-
dach odpovidajicich nasemu druhému stupni kladou ucitelé nejcastéji uza-
viené otazky vyssi kognitivai narocnosti (50 %), nasleduji uzaviené otazky
niz$i kognitivni naro¢nosti (36 %). Oteviené otazky — souhrnné bez rozlise-
ni kognitivani urovné — tvoti 14 % (Hargreaves, Galton, 2002)."" Zde narazi-
me na odlignost mezi ¢eskym a britskym prostiedim. Cesti stejné jako brit-
$ti ucitelé preferuji uzaviené otazky, rozdil je vSak v kognitivni narocnosti
ucitelskych iniciaci.

Tabulka ¢. 1: Podil typt otazek ve vyukové komunikaci

. Absolutni Relativni
Typ otazek " . N
Cetnost cetnost (%)
Uzaviené otazky niZsi kognitivni naro¢nosti 720 52
Uzaviené otazky vys$si kognitivni naro¢nosti 352 25
Oteviené otazky niZ8i kognitivni naro¢nosti 122 9
Oteviené otazky vyssi kognitivni naroCnosti 201 14

Skutecnost, ze ucitel polozi urcity typ otazky, jesté nemusi znamenat, ze za-
kovska odpoved s timto typem koresponduje (viz Mares, 1988). U otevienych
otazek vyssi kognitivni naroc¢nosti jsme si povsimli tendence k aniku z tak-
to naro¢né nastaveného pozadavku.”

Podivame-li se opétovné na rozvrstveni otazek v pfedmétech, uvidime
znacné rozdily. Ptekvapive nejvice otazek vyssi kognitivni naroc¢nosti se ob-
jevuje v mluvnici, coz je dano aplika¢nimi otazkami, kdy je ukolem zaku apli-
kovat urcity mluvnicky jev na novém piikladu.

Typologie otazek uvadénd v citovaném zdroji je poné¢kud odlisnd od nasi, uvadime
vysledky, které jsme ziskali vyloucenim nékterych kategorii — pfedevsim kategorii
organizacnich a rutinnich otazek (srov. Hargreaves, Galton, 2002).

Zkoumali jsme také pocetnost téchto situaci, popisujeme ji v jiném textu (Makovska,

2011).
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Graf ¢. 4: Poéty otazek niZsi a vyssi kognitivni naro¢nosti v jednotlivych
pfedmétech®
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Pasaz vénovanou poctum otevienych a uzavienych otizek a otazek nizsi
a vyssi kognitivni ndro¢nosti muzeme uzaviit tvrzenim o tfetinovém roz-
loZeni vsech typt otazek. Pokud vezmeme pocet vsech otdzek a rozdélime
je podle typologie zde popisované, dostaivame se k nasledujicim poctim.
Z tabulky ¢. 1 vyplyva, ze z celkového mnozstvi vsech uzavienych otazek
jsou 2/3 otazek nizsi kognitivni naro¢nosti a 1/3 otdzek vyssi kognitivni
narocnosti.

Graf ¢. 5: Tfetinové rozloZeni typt otazek

Uzaviené [NEERNN 15
Oteviené [NIEN 23

W Nizsi kognitivni narocnost Vy3si kognitivni narocnost

2 Graf obsahuje jak data za pfedmét Cesky jazyk a literatura celkem, tak zvlast’ za lite-

raturu a mluvnici. Mezi témito dvéma pfedméty se ukazaly znacné rozdily v poctu ota-
zek vyssi kognitivni ndroc¢nosti.
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Poméry u otevienych otizek jsou piesné opacné: 1/3 otazek nizsi kognitivai
naroc¢nosti a 2/3 otizek vyssi kognitivai niro¢nosti. Pravidlo tfetinového
rozlozeni nefika, ze kognitivni narocnost je spojena s otevienosti otazky,
ale ukazuje, jak otazky pouzivaji sami zkoumani ucitelé. Ackoliv se domni-
vame, ze tfetinové rozlozeni bychom nasli i u jinych uciteld humanitnich
pfedmeétu, zavery vztahujeme pouze na zkoumany vzorek.

Vliv poctu otazek na vyukovou komunikaci

Vyse jsme vylozili, ze ucitelé v nasem vzorku kladou rizné mnozstvi otazek.
Nyni se podivame, jak tento jev muze zasadnim zptisobem ovlivnit vyuku.
Autority teorie pedagogické komunikace* déli vyukovou komunikaci do
sekvenci, které se skladaji ze tif slozek. Prvni je iniciace, kterou je zpravidla
otazka ucitele, druha je replika, kterou je odpovéd Zaka, a tfeti je feedback,
coz je hodnoceni ¢i evaluace odpovédi zaka ucitelem. Ucitel sekvenci jak za-
hajuje, tak ji také uzavira a nasledné zahajuje dals{ sekvenci. Tato struktura
je oznacovana podle pocatecnich pismen slozek, tedy IRF nebo IRE.

Podle naseho vyzkumu tvofi vyukova komunikace prostfednictvim IRF
struktury 48 % z kazdé vyucovaci hodiny, 13 % piedstavuji monologické
utvary a zbytek vyplaui jiné typy cinnosti, jako je napfiklad samostatna
individualni ¢i skupinové prace zaka, ¢etba a podobné.*

Velkého mnoZstvi ucitelskych otazek v jedné vyucovaci hodiné je do-
sazeno nejen typem ukold v hodiné (napf. mluvnické cviceni zvysuje pocet
otazek), ale i duslednym drzenim se IRF struktury, byt to z hlediska cilt vy-
uky nemusi byt idealni. Vhodné by totiz v jistém okamziku mohlo byt opus-
téni této struktury a zahdjen{ jiného typu interakce, napiiklad vykladu.

Jedna se napfiklad o situace, kde uc¢itel klade otazku, vyzaduje na ni sprav-
nou odpoved, ale kdyz zjisti, Ze Zaci odpovidaji Spatné (nerozumi problému),
nedojde ze strany ucitele k vykroceni ze struktury IRF. Vykroceni by zna-
menalo, ze by ucitel zahajil pasaz vykladovou, kde by interpretoval chybu
zakd a prezentoval a zdtvodnil spravné feseni. V nasledujici ukazce je zfej-
mé, ze zaci nerozumi dobfe terminim rym a vers, ackoliv se jedna o zaky
osmé tfidy zakladn{ skoly a toto téma bylo opakované probirano. Ucitelka
Sarka (pramérné klade 90 otazek za hodinu) zjisti tuto chybu, avsak nezahé-

2t Sinclair, Coulthard, 1975; Mehan, 1979; Galton a kol., 1999; Alexander, 2001; Burns,
Myhil, 2004; Pratt, 2006; Parker, Hurry, 2007.

2 Uvadime vysledky pouze z téch ¢éasti sledovanych vyucovacich hodin, které byly orien-

tovany na ucebni obsahy. Nezapodcitavame tedy ¢as vénovany organizaénim zalezitos-

tem (ten tvofi téméf ¢tvrtinu kazdé vyucovaci hodiny).
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ji vyklad s cilem uvést véci na pravou miru a klade opét dalsi otazku (Co jiste
si zase splet/i?). Tim pokracuje ve struktufe IRF a iniciuje dals$i sekvenci, na
kterou maji zaci odpovedét. Sekvence kondi tim, ze ucitelka zdarazn{ sprav-
nou odpoved.

Ukazka €. 6:

U: Je tohleto [zaci prave docetli uryvek z Homérovy Odyssey| ve versich?
Z.2:: Nee! (mnohohlasenm)

U: Ner

Z.Z:: Joo! (mnohohlasem)

U: JE TO VE VERSICH. Co jste si zase spletli? Vers a...?

Z: Rym.

U: Rym.

Z: Rym.

U: Vyborné. Takze ve versich to je, ze?

Ukazka dobfe zachycuje zpusob, jakym se ucitel vyrovnava s neznalosti zaku.
Misto vysvétlovani, které by nasledovalo po vyroku Je to ve versich, klade
uéitelka novou otazku (Co jste si zase spletli?). Zaci timto zptasobem ziskavajf
zpravu, ze neni nutné rozumét vyznamum slov, ale umét spravné odpoveédeét.
I kdyz to mize v mnoha sekvencich vypadat tak, ze ucitel ma idealn{ piile-
zitost k vykladu, vykladu se vzdava. Naznacuje, ze neni spokojen s odpové-
di zaku, ale neujima se role arbitra a nechava problém nevyfesen. IRF struk-
tura tedy neni vétveny algoritmus, ktery bychom si mohli pfedstavit jako
sérii moznosti kdyz A, pak B apod. Jakkoliv samozfejmé se to muze zdat,
IRF struktura neobsahuje vyklad, coz mtze vést k tomu, ze ucitel nevykroci
z linearnfho opakovani IRF sekvence, a nedojde tedy k napraveni objevené-
ho problému. To vede nejen k velkému poctu polozenych otazek, ale maze
to také vést k niz§imu porozumeni probiraného tématu.

Cim je naopak zptisoben nizky poéet (20—30) ucitelskych otazek v né-
kterych sledovanych hodinach? Je to dano zpomalenim celé struktury vlo-
zenim pauz po ucitelskych otazkach. Jedna se o takovy postup, kdy jsou stej-
né otazky opakované vznaseny a ucitel ponechava zaktim delsi casovy usek
na promysleni odpoveédi. Otazky jsou kladeny postupné, ucitelé jim davaji
patficny daraz, upfesniuji zadani, adresné vyvolavaji zaky a ve vysledku dba-
ji na to, aby se zapojila celd tfida. Nejde vSak jen o diraz na receptivni di-
menzi participace zaku na pedagogické komunikaci, ale zaci jsou ucitelem
nuceni k tomu, aby se soustfedili na praci (produktivni dimenze). Ucitelé,
kteff pouzivaji tento postup, kladou v hodiné zakonité nizky pocet otazek.

V nasledujicich dvou ukazkach se podrobné zaméfime na jednotlivé kro-
ky takového postupu, ze kterych se tento mechanismus pomalé prace zakua
sklada.
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Ukazka €. 7:

U: Ja jsem mél na dnesek néco pfipraveny, ale souvisi to s pohledem ven
a to bude asi problém, protoze kdyz se podivate ven (pochichtnuti tiidy), je
to pohled dost hrozny, ale... (Uditel doted’ sedél za katedron, ale nyni se zveda
a divd se spolu s celou tridou g okna.)

Z: (skoii do véty) Je tam divaé. (Venku silné prsi a je miha, ackoliv predesly den
svitilo slunce.)

U: Ale to vabec nevadi. (Dosud minvil dost potichu, nyni zesiluje hlas) Zacneme
dneska, za¢neme (uiitel sepne ruce a jasné tak davd najevo, e prijde o néco vagného
(7 t6$kého) takovou obtiznou véc, ktera... kterou jsme jesté nedélali a kte-
trosku pfidame. Napiste si, vemte sesity, napiste si (gesto sepnutyeh rukou) Sub-
jektivne zabarveny popis (uéitel napise téma hodiny na tabuli) (30 s). Tak samo-
zfejmé nejdiiv si vysvétlime ten nadpis (3 5). Coz mutze byt trosku tézsi. ..
(12 5) Takze mame tam, mame tam tady toto slovo, popis. Dokdze mi né-
kdo hezky, smysluplné vysvétlit, co je to popis? Aby to bylo jako od sedma-
ka, a né od tfet'aka. Co je to popis? Co je to popis? (3 ) Evi, co je to popis?

Jedna se o usek ze zacatku hodiny, kdy ucitel Karel (pramérné klade 20 ota-
zek za vyuku) vysvétluje zakim téma hodiny. Ucitel pfitom pochoduje po
tiide, kterd mezitim ztichla, méa sepnuté ruce a pomalu, s vaznou tvafi, po-
stupuje k vysvétlovani tématu. Mezi jednotlivymi vétami ucitele Karla je vzdy
jista (dramatickd) prodleva. Na zacatku dava zakim najevo, ze si hodinu pec-
livé ptipravoval, ale zménilo se pocasi. Rika zikim, Ze to bude obtizné, coz
muzeme vanimat spise jako kladeni darazu na probiranou latku nez jako real-
nou vypoved. Diéle fikd zaktm, jak by méla odpoved vypadat (jako od sed-
mdka), a ¢eka, az se hlasi vice zaka a jednoho z nich adresné jménem vyvola.

Poté co zaci uspokojive definuji popis a slova, ktera se v popisu pouziva-
ji, se ucitel Karel pokousi zaky pfivést k urceni toho, co znamena subjektivni.

Ukazka ¢. 8:

U: Co je to zabarveny. (3 5) Pfemyslej, co je to zabarveny (70 5). Cor (#kd-
Ze na Fdka)

Z: No ptidavny jméno?

U: No zabarveny je ptidavny jméno. (#smév) Ja bych té skvéle pochvalil,
kdybychom pottfebovali slovni druhy. Ale ja potfebuju vedeét, co to zna-
mena to slovo zabarveny. (szdle se hldsi nékter? $dci) Co to znamenar (2 J)
(nkdge na Zdka)

Z: Takze to je jako takovy zkresleny, Ze to neni aplné do detaila.

U: Nevim, jestli by s tim souhlasili uplné vsichni... (5 5) Co, Petro, co myslis?
Z: 7e to, é ze to zabarveny je, vlastné oni pisou v uplné jinym svétle?
U: (2 5) No, to uz je celkem lepsi. PiSou v uplné jinym svétle, ¢ili ten po-
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pis je néjak ovlivnény né¢im. A ja se ted’ zeptam, ¢im je ten popis ovliv-
nény? Cim je ten popis ovlivnény? (2 5) No, no tieba na to nékdo piijde.
Cim je ten popis ovlivnény? (3 s) Kdy% tam mame to slovo subjektivni.
Co je to slovo subjektivni? (2 5) (v ndsledujici vété zesili hlas) Ja vam pak fek-
nu piiklad a hned to pochopite, co je subjektivni.

Z.Z:: (nesrozumitelné)

U: Co je subjektivni? No kdybych vam to fekl, tak se na to neptam. (2 s)
Co j je to subjektivni, Kvéto. (uitel se drbe na hlavé)

Z: Ze se, e se vlastné, e se o nééem vypravi jenom samy dobry véci?
U: Ne, to nenf nutny, dobry véci. Kdyz mame slovo subjektivni a oproti
tomu je slovo objektivni. Ja vam feknu ptiklad, jo? (3 v)...

Beéhem dotazovani na vyznam subjektivity se hlasi neékolik malo zaku, ale
ucitel Karel vzdy éeka na to, az piibudou dalif zvednuté ruce. Ukolem nenf
pfihlésit se jako prvni, ale vymyslet odpovéd’ na obtizné zadani. Ukazuje se,
ze ¢ekani na odpoveéd zaku zvysuje moznost zapojit se pro vétsinu zaka.
Ucitel dava zaktim najevo, ze ne kazda odpoved je spravna. V uvedené ukaz-
ce je velmi dobfe vidét pomaly, detailni az zdlouhavy postup, kdy se zaci
pokouseji vymyslet definici a stale dostavaji zpfestujici otazky od ucitele. Za-
roven ucitel ukazuje, ze zakim nasloucha a jejich odpovédi komentuje a opra-
vuyje. Ucitel takika zakam ,,vyhrozuje®, ze jim fekne spravnou odpoved (pti-
klad na subjektivni hodnoceni), ale neucini tak a dale zaky napina. Citace
kon¢i tim, Ze ucitel se rozhodne pouzit analogie a da zakam piiklad objek-
tivniho a subjektivniho hodnoceni diktatu (hodina pokracuje vykladem).
Ve vyse uvedené citaci se objevuje (na nase pozorovani) nezvykle dlouha
pauza mezi otazkou ucitele a vyvolanim zaka. Roweova ve svém objevném
vyzkumu (1969) popsala, Ze pauza ve vypovédi je nejenom prostiedek, ktery
vyznamnou mérou vyjadiuje syntaktické vztahy ve véte, ale je-li pauza umfis-
téna mezi vypovedi jednotlivych mluveich, dovoluje zakovi ptipravit si odpo-
ved na otazku ucitele. Roweova zavedla termin pauza (wait time), kterda ma
v dialogu dv¢ casti. Prvni pauzu (wait time I) mizeme najit mezi ucitelskou
iniciaci a replikou zaka, druhou pauzu (wait tzme 1) mezi replikou zaka a zpét-
nou vazbou ucitele. Roweova timto jednoduchym konceptem pfedzname-
nala na n¢kolik desitek let sméfovan{ mnoha vyzkumd, které se nasledné po-
kousely testovat jednoduchou intuitivni duvahu: pro vyssi kognitivné narocné
otazky je nezbytné, aby po otazce ucitele existovala urcita pauza pro zako-
vo vytvotfeni odpovédi.?? Vyzkumy nasledné ukazaly, Ze ucitelé po polozeni

» Vzhledem k tomu, Ze v béznych skolach se ¢ekaci doba pohybuje pod jednou vtefinou,

vyzkumny design vsech badani musel byt experiment, nebot’ teprve po tfech vtefinach
cekani ucitele se objevuji vyznamnéjsi pozorovatelné zmény v uceni zakua.
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otazky cekaji velmi kratkou dobu, nez vyvolaji Zaka, aby odpovédel. Mares
(1975) uvadi 2,24 sekundy v 8. tfid¢ zakladni $koly v hodin¢ déjepisu, Tobin
(1987) hovoii o jednotce mensi nez jedna vtefina. A vétSinou ucitelé vibec
necekaji, nez si vezmou slovo poté, co zik odpoveédel.* Pokud vsak ucitelé
zvys$i obé pauzy pro ptipravu nad prahovou hranici tif sekund (3-5 s), do-
chazi k pozorovatelnym zméndm a tim padem k lepsim vzdélavacim vy-
sledktim zakud. Ticho a ¢ekani tak mize zefektivnit uc¢eni zaka.

Z videonahravky vyuky ucitele Karla je zfejmé, ze delsi pauza pro pfi-
pravu je nutna pro premysleni zaku, ale umoznuje uciteli pracovat s vétsi ¢as-
t{ tfidy, nebot’ takto ucitel vlastné cekd, az odpoved vymysli i pomalejsi
zaci. Tento postup ponechava uciteli pomérné velky manévrovaci prostor,
co se tyce jeho vybeéru vyvolanych zaka. Domnivame se, av§ak bez jakékoliv
empirické evidence, ze podminkou takového sledu kroku je aktivizace co
nejvétstho mnozstvi zaka tiidy, nebot’ pasivai (neviditelni) Zaci by mohli
,,blokovat® komunikaci, coz by zpusobilo zkraceni tohoto ,,prazdného* ¢asu.
Prvni pauza pro ptipravu je v hodinach ucitele Karla nad prahovou hodnotu
tf{ vtefin, druha pauza se pohybuje v n¢kterych ptipadech kolem jedné vte-
finy a nikdy nedosahuje vyssi hodnoty.

Na konci hodiny ucitel Karel opét po zacich pozaduje, aby formulovali,
co to je subjektivn{ popis. Jde sice o opakovani, ale Zaci jsou vedeni k tomu,
aby odpovéd formulovali vlastnimi slovy. Opét se jedna o velmi peclivou
praci zakt s definovanim a ucitele s odpoved'mi zakua. Ucitel Karel ¢ekd na
vice se hlasicich zaku, a pfitom trva na tom, aby zak uvedl spravnou definici.

Funkce vzdélavacich otazek ucitele ve vyukové komunikaci

V nasledujici ¢asti se zaméfime na analyzu vybranych ¢astf vyukové komuni-
kace s cilem ukazat, jaky dopad majf ucitelské otazky na vyuku. Abychom
porozuméli funkei ucitelskych otazek, podivime se na Ctyfi formy dotazo-
vani, které jsme nazvali reprodukce, memorovani, diskuse a produkce. For-
my dotazovani jsou zvoleny se zamérem popsat ucitelské otazky na jedné stra-
né a vyukovou komunikaci sméfujici od nizsich kognitivnich procesa
k vyssim kognitivnim procesim. Ve vybranych formach dotazovani dochazi
k fetézeni urcitého druhu ucitelské otazky: pfi reprodukei absentuji otazky
nizsi kognitivni narocnosti, memorovani je slozeno z otevienych otazek niz-
§f kognitivni naro¢nosti, diskuse se sklada z otevienych otazek vyssi kogni-
tivn{ ndroc¢nosti a pfi produkei absentuji otazky vyssi kognitivni narocnosti.

2 Podle vyzkumua Marese (1975) je napf. pauza v déjepisu 0,4 sekundy, v matematice

0,5 sekundy. Podle vyzkumu Walshové a Sattesové (2005) pfi hodnoceni ucitel v 90 %
pfipadi neceka a ihned si bere slovo, ¢asto vsak pfitom pferusuje odpoved zaka.
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Reprodufkece

Pii této formé dotazovani, kterd byla nazvana jako reprodukce, absentuji
otazky nizsf kognitivni naro¢nosti a cilem aktivit je pouze opakovani (repro-
dukce) dfive nauceného. Reprodukei muzeme nejcastéji sledovat v literatufe
a d¢jepise, kdy jednotlivi zaci postupne ¢tou delsi usek textu z ucebnice.
Z hodiny literatury je vybrana nasledujici ukdzka dokumentujici dopad ab-
sence otazek nizsi kognitivni narocnosti.

Ukazka €. 9:

U: Tak, oteviete si uc¢ebnici na stran¢ devadesat dva. (3 )

ZZ: Pani uéitelko, mazu zadit?

U: Tak, kazdy pfecte jednu sloku. Zacina Jarek.

Z: Jardo, zacinas.

U: Karel Jaromir Erben.

Z.: Okolo lesa pole (zavihdni) 1an, hoj, jede jede z lesa pan, na vraném buj-
ném jede koni, vesele podkovicky zvoni, jede saim a sam. A pfed...

Z: (jiny ik skoii do Feis) A pred. Né!

U: Jedna sloka, kazdy jednu sloku.

Z: A pted chaloupkou z koné hop a na chalupu: klop, klop, klop. Hola
hej, oteviete mi dvefe.

U: (skoli Zakovi do reli) Tam neni dvefte.

Z: Dvéte.

ZZL: (smich)

Z: Oteviete mi dvéfe, zbloudil jsem pfi loven{ zvééte. (dlonze) Dejte vody pit.
2.7 (smich)

Z: Vysla divcina (nepatrné zadrbnuti) jako kvét, nevidél (nepatrné zadrbnuti)
e (parazitni vsuvka) také krasy svet. Prinesla vody ze stud (nepatrné zadrbnu-
1) nice e (parazitni vsuvka), stydlive sedla u (wirné zadrhnut?) pies (nepatrné

zadrbnut?) lice.

Zadan{ této aktivity je doslova implicitni, jako by jej ani nebylo nutné fici
(ucitelka da pouze pokyn k otevieni ucebnice). Ucitelka Tereza zadan{ jed-
nou letmo upfesniuje organizacéni poznamkou (Tak, kady preite jednu slokn).
Role ucitele je velmi omezena, nebot’ ucitel jen urcuje potfadi zaka a opra-
vuje zaka tehdy, kdyz pfecte jiné slovo, nez je v textu. Ale i k opravovani se
ucite]l mnohdy nedostava, protoze smich spoluzakt pasobi na ¢touctho zdka
jako jasny signdl k opravé. Tuto sekvenci nenf mozné nazvat jako metoda
Ctenia porozuméni textu, protoze ucitel nekontroluje zakovské porozuméni
textu, nezastavuje se u Ctenafsky obtiznych pasazi a nenuti zaky opakované
&ist jim obtizné useky. Zaci navic ¢tou sami, nebot’ se nevede Zadny dialog
nad textem a zpravidla po dokonceni cteni nasleduje zcela jina faze vyuky.
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Reprodukce byva v hodine zatazena spise za dcelem stiidani aktivity
a k disciplinaci zaka: zaky to pfece jen bavi (z ukazky je patrné, ze zaci jsou
ukaznéni a sméjf se) a sami zaci vlastné tusi, ze musi byt zticha, aby se moh-
lo ¢ist. Podobné se v nékterych ptipadech ve vyuce naklada s referaty zaka.*
Jeden zak u tabule ztichlé tfidé pfednasi referat na knihu, ale zaci si z vy-
kladu spoluzaka jen velmi malo zapamatuji. Pfitom empirické vyzkumy
cteni (Gall a kol., 1978) opakované ukazuji, ze zaci, kterym jsou v prabéhu
podobné sekvence kladeny otazky ucitelem na porozumeéni, se nauci vice nez
zaci, kterym otazky polozeny nebyly.

Memorovini

Dotazovani oznacené jako memorovani je spojeno s procvicovanim, kdy uci-
tel spolu s zaky opakuje starou latku po velmi malych kriccich, které jsou
pro zaky nenarocné, s cilem upevnit znalosti. Jedna se o rychlé procvicova-
ni, pficemz cela sekvence muze byt pomérné dlouha. Do této formy dotazo-
vani je zapojeno velké mnozstvi zaku, kteff se sami hlasi ¢i vykfikuji, a neni
tfeba je do ni¢eho nutit. Pfitom se ke slovu dostavaji razni zaci a z vnéjsiho
pohledu to vypada jako Zivy dialog mezi ucitelem a celou tfidou.

Ukazka €. 10:

U: A mmm, Iliada a Odyssea. Vy fikate, ze je to basen. Co byste taky moh-
li fict? Nejenom Ze je to basen. Ma d¢j ta basen? (divd se po 177d¢)

Z: Ano.

U: A jak se jmenuje takova basen, kterda ma déj? (3 )

(ticho)

U: Jak fikame takové basni? (7 )

Z: Epos.

Z: Piibeh.

U: Verse, kteté...

Z: ...maji dgj.

U: ...maji d¢j...

Z: jsou?

U: jsou? (2 5)

Z: epicky?

U: Epické, vyborne. Takze epické. A ty, které déj nemaji, jsou? (stdle sedi
za stolem, roxhlizi se po 17ide)

% Referity jsou hojné vyuzivany jak v déjepise, tak v literatufte.
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Z: Neepické.

U: Ne, ne. (krouti nesoublasné hlavou)

2.7 (smich)

Z Misa: Lyrické. (/i)

U: Jsou lyrické. Misa spravné, takze epika a lyrika. A kdyz je ta basen epic-
ka, hodné¢ dlouhd, hodné¢ rozsahld, tak se ji fika (pomaln), a to, tak se pra-
veé nazyvaji ty Homérovy rozsahlé basne, je to? (2 5) Od slova epicky?

Z: EPIKA!

2.7: Epika.

Z Misa: Epos je to.

U: Je to epos, vyborne.

<

Tato forma je velmi Casta ve vsech sledovanych pfedmeétech a nastava zpra-
vidla poté, co prob¢hlo ¢teni z ucebnice, referat zaka ¢i vyklad ucitele. U¢i-
telské otazky jsou uzaviené a jsou zaméfeny na nizsi kognitivni procesy, coz
umoznuje okamzité reakce ze strany zakt. Jednd se o opakovan{ a procvico-
vani bud’ prave probrané latky, nebo dokonce uciva, které je zakum k dis-
pozici v otevienych ucebnicich na lavicich.

Forma dotazovani je nenarocna nejen pro zaky, ale i pro ucitele: nenf nut-
né si pfipravit napfiklad poutavé vypravéni, které by uvedlo zaky do tématu.
Cela sekvence stoji na jednoduchém principu soutéZe, nebot’ je témér jisté,
ze vzdy se najde n¢kdo, kdo bude chtit odpovedét. Anebo ucitel nékomu po-
lozi otazku adresn¢. Mizeme si povsimnout, ze ucitelé v této forme dotazo-
vani neposkytuji taktka zadna hodnoceni, protoze odpovéd’ je jednoducha
a jasna. Jde jen o to ji vyslovit, a neni tudiz potfeba zaka nijak chvalit.*

Diskuse

Diskuse je forma dotazovani, ktera se skladd z otevienych otazek jak vyssi,
tak niz$i kognitivni narocnosti, a je zalozena na nestrukturované vyukové
komunikaci mezi ucitelem a zaky. Diskuse je sice fizena ucitelem, ale ucitel
si neklade narok na privilegovanou pozici rozhod¢iho urcujiciho spravnou
odpoved v diskusi. Tato forma nema pfili§ mnoho pravidel, ale jedna pod-
minka mus{ byt splnéna, aby odpoved’ byla akceptovana: musi se tykat dané-
ho tématu.

2 Podobné jako ucitelské otazky ovlivauji ucenf zaku, tak se i zpétna vazba ucitelem po-
dili na vzdelavacich vysledcich zaka. Hodnoceni ucitelem ma vliv zejména na budouci
vyukovou komunikaci v hodiné¢ a na atmosféru podporujici tuto komunikaci (Hamm,
Perry, 2002). Je proto pravdépodobné, Ze by delsi a strukturovanéjsi komentafe uci-
telem narusovaly mechanismus soutéze.
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Diskusi jsme pozorovali pfedevsim v hodinach obc¢anské vychovy a lite-
ratury, vyjimecné ve zkracené podobé v d¢jepise. Nasledujici ukazka je z ho-
diny literatury.

Ukazka ¢. 11:

U: TakZe co, co vy si o tom myslite? Slo to tak, Lado? (divi se na Lidn)
Z Lada: To je blbost.

22 (smich)

U: To je (2 5), vi$ co, tak si to zkus teda obh4jit. Proc¢ si myslis, Ze to je bl-
bost?

Z: Prosté... jak mohl jen tak pfijit na néjakou zemi z vyse. ..

U: TakzZe jenom to. Takze uz jenom ten prvni den ti prost¢ nesedi.

ZZ:: (blisi se skoro celi tida)

Z Honza: No, uz jenom jak vznikl ten Bih, to mi nejde do hlavy.

U: Hmm (jde skoro £ Zikovi), takze ty patras vibec po tom, jak vznikl Buh,
jo? (ukdge rukon na Luckn)

Z Lucka: No to bysme mohli patrat donekoneéna, jak vzniklo tohle.

U: Hmm (&yvd hlavou). Co ty, Katy? (ukdge na ni rukon)

Z Katy: Tak ta véc, ze uz by nékdo hned byl tak dokonalej dplné.

U: Dobfe, ten Adam a Eva.

Z Katy: No.

U: (kyvne soublasné hlavou) Ehm.

Z Honza: Jo, néco by mohlo byt pravda, ale jako Ze by se takto vyvinul
clovek, to mne trochu pfijde scient fiction [vysloveno s chyboul].

U: (zasméje se) Dobfe, je to tvlj nazot.

V prvé fad¢ vidime, Ze se jedna o diskusi fizenou ucitelem, kdy se stfida pro-
mluva ucitele a zaka a otéze drzi v rukou ucitel. Nejedna se tedy o volnou
diskusi, kdy by zaci reagovali jeden na druhého a ucitel by byl upozadén.

Uryvek z hodiny dale ukazuje, 7e #aci se nehlasi s argumenty, ale hovoii
o svych pocitech, dojmech a nazorech. Ucitelka nenuti zaky k promysleni
a propracovani odpovédi a netrva na zdavodnéni. Projevuje se absence pra-
videl diskuse, nebot’ néktefi ucitelé nemaji pravidla stabiln¢ zavedenad, a tak
je ani nevyfknou na zacatku diskuse ¢i v jejim prabc¢hu. Zadani je naopak
velmi jednoduché, nebot’ jde o to fici jakykoliv nazor, coz je vidét na né-
kterych vyrocich ucitela (ucitelka Alice: Chrite to na mé, co vis napadne.).

I kdyz se v sekvenci objevi velmi dobfe promysleny argument, ucitel jej
nehodnoti adekvatné vzhledem ke kognitivnimu vykonu zaka, ktery zak pro-
vedl, ale je hodnocen stejné jako vsechny ostatn{ vypovédi zaku. To je vidét
v nasledujici ukazce, kdy ucitelka dava zakovi zpétnou vazbu (Dobre).
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Ukazka €. 12:

Z Filip: No ja si myslim, Ze je to blbost, protoze pokud by se mu z oka
stalo Slunce, tak by byl tfikrat, stokrat vétsi nez Zemé, takze by na ného
asi nestacil.

U: Dobte (usméje se). Takze podivejte se, ja jsem vam jenom chtéla ukazat,
ze téch teorii je vic...

Ucitelka Johana dokonce zakam fika, ze cilem nebylo diskutovat o jednotli-
vych teoriich (&restanskd, védeckd a cinskd), ale jen zakum ukazat, ze existuje
vice ruznych teorii. Jedna se o zvlastni druh diskuse, jakysi brainstorming,
jakousi expozici, kdy nové uc¢ivo nepodava ucitel vykladem zdkam, ale zaci
¢tou ucebni text sami, ucitel latku nijak nedoplnuje a nehodnoti dobré vy-
kony zakt. Diskusi bychom tedy mohli pfifadit charakteristiky nestrukturo-
vana a tematicka.

V této sekvenci chybi nazorovy stfet dvou protikladnych stanovisek, kte-
ra by byla prednesena ucitelem a zaci by diskutovali své argumenty pro ¢i
proti. Nenastava zde ani situace, ktera je bézna v soutézni debate, kdy zaci
obhajuji stanovisko, které nezastavaji (Driscoll, 2000). Zaci tak nejsou nu-
ceni cvicit svoje argumentacni schopnosti ani prokazovat dikladné obe-
znameni s latkou. Nejedna se tedy o rozvoj komunikacnich dovednosti,
pohotového mysleni ¢i pfesného vyjadfovani, jak bychom mohli oc¢ekavat
podle definice debaty (viz Mandk, Svec, 2003). Vyse uvedeni autofi fadi de-
batu (diskusi) do aktivizujicich vyukovych metod, které jsou charakteristické
tim, ze cila vyuky ,,dosahuji hlavné na zaklad¢ vlastni ucebni prace zaka*
(s. 105), coz také v tomto ptipadé neplati.

Jestlize zaci prezentuji jen své pocity, pak absentuje hodnoceni, a ze-
jména zavérecné shrnuti. Z takovéto debaty nenf mozné ucinit zavére¢né
shrnuti ¢i zapis do sesitu.”” Vysledkem této formy dotazovani je aktivizovani
zak a jejich zapojeni do ¢innosti, jejiz obsah byl popsan vyse.

Ucitel v sekvenci stale drz{ otéze vyuky pevné ve svych rukou, jak ostat-
né vyplyva z IRF struktury (viz vyse), ale pfestava byt atbitrem vzdélava-
ctho obsahu a z¢asti se vzdava svych didaktickych kompetenci. Ucitel tak
nezastava privilegovanou pozici, co se tyce spravnosti odpovedi. Z ucitele,
ktery pfedava obsah, se tak spise stava debatni moderator. Uvolnéné misto

. Jednim z velkych pfekvapeni, které jsme zaznamenali béhem sbéru dat, bylo, jak mélo

jsou ve vyuce vyuzivany sesity zaka. Ucitelé jen velmi malo nechévaji zaky pracovat
s vlastnim sesitem, zpravidla jen tehdy, kdyz jim diktuji zdpis o nékolika bodech psa-
ny v odrazkich. Domnivame se, ze zakum zustava diky tomu malo doklada o pri-
béhu jejich vlastniho uceni, nebot’ si nemohou osvojovanou latku nijak komentovat ¢i
upravovat dle vlastniho ucebniho stylu (viz Mares, 1998).
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ucitele (ktery se stal moderatorem) jsou nektefi Zzaci schopni obsadit, kdyz
argumentacné obhajuji své nazory a jsou schopni do ,,diskuse® pfinést véc-
né argumenty. Dokladem toho je zak Mirek, ktery si pfisvojil tuto ¢ast komu-
nika¢niho prostoru.

Ukazka ¢. 13:

Z Mirek: No tak jako (pokrci rameny), zaprvé toho Boha nikdo zatim ne-
videl...

U i ZZ: (smich)

Z: Co ty vis?

Z Mirek: No (2 5) dobfe, zadruhé kdyby on existoval, tak pro¢, dejme
tomu, nezabrani, aby nebyly nehody na silnicach no a...

Z27.: (smich)

U: No ale to vibec nemusi$ chodit k nehoddm, to jsou valky tfeba, to je
prosté holocaust a tak dal.

Z Mirek: ...a zatfeti, anebo ho to prosté bavi, sedi u toho, diva se a diva
se na nas, jak jsme blbi.

ZZ: (smich)

U: No dobte (dsmévné). Takze timto to uzavieme, tim to uzavieme... A ted
se podivame...

7 ukazky je patrné, ze zak Mirek piedlozil ve zdafilé podobé (zaprvé, za-
druhé, zatfeti) nékolik malo argumentd, ¢imz okamzité ovlada komunikac-
ni pole.?® Ostatni zici jeho vykon komentuji smichem a slovy (Co #y vis?).
Ucitelka se jednou pokusi komentovat vyroky zaka, ale nezasahuje do véc-
ného obsahu a celou sekvenci ukoncuje, ¢imz ziskava zpét moznost iniciovat
novou sekvenci.

Mottem diskuse je hodnotici vyrok ucitelky Dobre, je to tvij nazor (ukazka
& 11). Zak je hodnocen nikoliv za obsah vypovédi, je to neexistuje zadani,
se kterym by se jeho vypoved porovnavala, ale za to, ze se aktivné zapojil do
¢innosti. Takfka kdokoliv mize cokoliv fici a bude to spravne.

Nestrukturovana tematicka diskuse byva ter¢em kritiky za to, ze Zaci kon-
verzuji jen nad tématy, kterd je osobné zajimaji, a proto se nejedna o pro-
duktivni metodu (Brooks, Brooks, 1999). Priklanime se vsak k ndzoru, Ze ne-
strukturovana tematickd diskuse ma svoje misto v procesu ucen{ se zaku.
V diskusi mohou zaci pojmenovavat svoje napady, které se pozdéji mohou
stat pfedmétem testovani a hodnoceni. Podle Goldinga (2009) mtze byt ne-

2 Ackoliv se nejedna o podlozené argumenty a jde spise o formalni argumenty.

37 Habilitation theses R. Svafiek



FUNKCE UCITELSKYCH OTAZEK VE VYUKOVE KOMUNIKACI 37

strukturovana diskuse vychozim bodem pro kritické zhodnoceni myslenek
zpocatku trividlnich. Tato forma dotazovani je tedy zacilena na vytvoreni
»diskusnfho® vztahu mezi ucitelem a zaky, coz muze byt pozdéji vyuzito
k dalsim etapam uceni. Muze to byt prostfednictvim jiného typu diskuse,
kritické diskuse, jejimz cilem je kriticky argumentovat o vybranych idejich,
nebo skrze vytvareni novych konceptu, coz oznacujeme jako produkci.

Produtce

Produkce je takova forma dotazovani, pii které prostfednictvim otazek uci-
tele Zaci dochéazejf k porozuméni teoretickym konceptim. Nejde pouze o re-
produkci ¢i memorovani, ale jedna se o nejvyssi kognitivni proces uceni
skrze tvofeni vlastnfho pochopeni. Produkce je zalozena na jednoduchém
faktu, ze uceni je vysledkem mysleni zdka.

Produkce konceptti se v nasich datech objevovala spise ojedinéle. V na-
sledujici ukazce uéitelka Sarka pouzije princip analogie a objasni{ Zakam vy-
znam ciziho slova retrospekce. Ucitelka se odvola na slovo retro, které zaci
dobfe znaji, a navic se jedna o slovo, které muzeme oznacit za popularni.
Je to ukazka toho, kdy ucitel propojuje znalosti zak s novym uc¢ivem pro-
stfednictvim analogického piikladu.

Ukazka ¢. 14:

U: Jestlize Odysseus nékde vypravi, co uz se stalo, jak se fika takovym
filmim a také literatufe, kdyz n¢kdo vypravi o tom, co uz bylo? (2 s)

Z: Minulost. Neé.

2.7 (nesrozumitelny vykrik)

U: Jak se £ika, kdyz vy si oblecete oblec¢eni nebo poslouchate pisnicky tfe-
ba ze Sedesatych let?

Z.: Retro! (vykrikne)

U: (dismév) Retro, vyborné. Super, takze. (mmne si ruce) Retrospekee (slabiku-
Jje slovo), ze, je ta metoda (pomaln), kterou tady autor pouzil...

Citace z hodiny literatury doklada nejen moznosti analogického postupu
pfivysvétlovani vyznamu slov, ale je evidenc{ ucitelova patrani po zakovskych
znalostech. Navic ukazuje, Ze kdyz jsou zaci vtahovani do vyukové komuni-
kace skrze své mimoskolni znalosti, aktivné reaguji a jsou posléze kladné
emotivn¢ hodnoceni ucitelem.

Analyza ucitelskych otazek a odpovédi ukazuje, ze ucitelé se zakt zpra-
vidla neptaji na porozuméni konceptim a teoriim. Ucitelé zakim popisuji
jednotlivosti ¢i prvky ne¢jaké tfidy, ale nepopisuji obecny, abstraktni kon-
cept, ktery by vysvétloval, pro¢ urcité prvky patii do jedné tfidy. To je velmi
dobfe vidét na otazkach ucitele v nasledujici ukazce, kdy ucitelka trva na
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vyjmenovani prvka néjaké mnoziny. Ucitelka Vlasta se v d¢jepise pfi shr-
nuti* latky z minulé hodiny nejprve ptd na definici baroka (perla nepravidel-
ného tvarn), coz neni definice, ale spiSe etymologicka zajimavost, a poté klade
otazku na charakterizaci baroka a nasledné se pfesouva k rokoku.

Ukazka ¢. 15:

U: No, o néco pozdéji [nez baroko| potom, kdyz tento podobny styl pfi-
sel vpfed, pfisel do interiéru, tak se nenazyva baroko, ale nazyva se?

Z Martin: Rokoko.

U: (kyvd blavon) Rokoko a tyka se spis...

Z Martin: Interiéri.

U: Ano, interiéru, ze, zat{zeni zamka (pomalu) ano, tak. Jakd barva tam
prevladar Leosi?

Z Leos: Bila, zlata.

U: Ano, bila a zlata. Zamky jsou plné? Ceho?

Z David: Kazf?

U: No?

Z Kristof: Latek.

U: Ano, latek, tapet latkovych. Ceho jesté? Ceho jeste?

ZZ: Porcelanu.

U: Ano, porcelanu, misensky porcelan.

Z Mat&j: Lustra.

U: Lustra razne¢ kfistalovych. Benatskych z...?

Z. Kritof: Zrcadel.

U: Zrcadel. (kyvd hlavon) Takze to vSechno je ta doba rokoka. Dobfe.

Ucitelka neklade otazku na definici konceptu baroko ¢i rokoko, ale pta se na
jednotlivé prvky dané mnoziny. Odpovedét na tuto uzavienou otazku nizsi
kognitivn{ naroc¢nosti je snadné, protoze ukolem zaka je fici alespon jeden
prvek z velké mnoziny. Pofadi prvki je libovolné, jak je videt z odpovedi na
otazku Zamky jsou plné? Ceho?

Otazky nejsou zaméfeny na vnitini souvislosti mezi jednotlivymi prvky
dané skupiny a zdci si z paméti vybavuji jednotlivé pfiklady. Absence otazek
vys$si kognitivni narocnosti, které by byly zaméfeny na definovani, aplikova-
ni, zdavodnovani ¢i tvofeni vlastni definice, vede k tomu, Ze se zaci uci se-
znamy prvka urcité t¥idy.

Teoretické abstraktni koncepty nejsou ve vykladové casti vysvétlovany
a nasledné se na né ucitelé netazi. Nemus{ se jednat jen o obtizny koncept

» Jedna se o bézné shrnuti (rekapitulaci), které mé také tu funkci, ze ukazuje zakam, co

po nich ucitel bude chtit znat a co se mize také objevit v pisemné praci.
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cizim jménem (napf. rekatolizace), ale muze to byt i koncept mnisstvi ¢i

mnisského fadu. V déjepise je to patrné i z poctu uzavienych otazek nizsi
kognitivn{ naroc¢nosti: je jich 90 %.

V ostatnich zkoumanych predmétech narazime na stejny mechanismus.

Pfii detailnim prozkoumani nasledujiciho ptikladu se ukazuje, Ze Zaci nero-
zumi konceptu (#ma), na ktery se ucitelka pta, nerozumi zadani jejich otazek

a

neum{ odpovédét. Nakonec ve snaze vyhovét ucitelce (Zaci prece znajf skry-

té kurikulum skoly) odpovidaji, ale na zcela jinou otazku, nez bylo puvodn{
zadani a nez je vysledné shrnuti ucitelem v zavéru sekvence. Podivejme se
na nasledujici pfiklad z hodiny literatury v osmé tfidé.

30

Ukazka €. 16:

U: ... Takze pratelstvi je vécnym motivem, at’ uz je to pratelstvi mezi kym-
koliv, ze? A myslite si, ze tfeba do budoucna, ze tohleto téma pfestane byt
mezi lidmi aktualni? Ze ho opust{ autofi, ze, ze je to téma vycerpané?
Z.Z2:: Ne. (mnohoblasen)

U: A proc¢ ne? Kdo mi povi, pro¢ neni vycerpané, to téma? Pro¢ to téma
je pofad aktudlni od staroveku az do jednadvacatého stoleti a tieba do
dvacatého tfetiho stoleti? Protoze kdyz fikate, ze, mmm, neni to téma vy-
cerpané, tak musite k tomu mit néjaky. ..

Z. Vojta: (skdde do reii s nesrozumitelnon vjpovédi)

U: Tteba a nahlas, at’ je vas slyset. Co jesté, kdo ma na to nazor? Pro¢ to
téma se nevycerpavar

7 Kuba: No protoze ted’ka jsou jiny témata.

U: Ne, Kubi, naopak, my hledame dtikazy pro to, pro¢ neni vycerpané.
Tys to fekl naopak. Takze kdo jesté mi fekne néjaky argument k tomu, Ze
to téma se nevycerpar

Z Ver&a: Jako pratelstvi?

U: Hmm.

7. Ver&a: Protoze bez piatelstvi by to asi neslo, ne?

U: Hmm, bez pfatelstvi, co by bez pfatelstvi neslo?

Z Kuba: Zivot.

Z Ver&a: Protoze bychom se neméli komu svéfit a tak.

U: Presne, dobfe. Kdo jesté podpoii nebo fekne néco k tomu, co fekla
Vercar

Z Kuba: Ptece kdy# se nevycerpa, tak to snad nebudou pouzivat, kdyz se
nevycerpa. Nebo to je jako néjakej fecnickej obrat?

U: Ne, Kubi. (povzdech, sismév na celou tidu)™

Toto je pfesn¢ moment, kdy je na videu vidét, ze by to méla vysvétlit, a ne fici, jdeme

dal. Udéla gesto, jako Ze: No, ten Kuba, ten je teda zase mimo, tomu nemad smysl nic
fikat, takze my vSichni ostatni jdeme dal.
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U: Dobfte. Takze zjistili jsme, Ze to téma opravdu je nevycerpatelné, ze?
A to proto, protoze lidé neziji sami za sebe, ale jsou tvory spolec¢enskymi,
ze? To uz zname 1 z jinych pfedmétu.

Ucitelka za¢ina neadresnou otazkou (Prestane byt pritelstvi aktudlnim tématem?),
ve které naznacuje odpoved a zada zaky o vyjadieni (INe.) Nasledne dava za-
kam otazkou prvni napoveédu k tomu, co chce slyset (pro¢ téma pratelstvi
nenf{ vycerpané). Zik Kuba odpovida zcela v protikladu k tomu, co chee uéi-
telka slysSet, ale pfitom je zjevné, ze ji chtél vyhoveét (INo protoge...). Ucitelka
poté opct zpfesnuje svoji otazku, kdyz fika, ze chce slyset presny opak. Mis-
to odpovedi se vsak pfihlasi zakyné Verca s otazkou, jaké je vlastné zadani.
Po dalsim zpfesneni otazky se ucitelce sice dostava odpovedi (nenzéli bychom
se komu svéfit), ale na zcela jinou otazku, nez je puvodni koncept nevycerpa-
telnosti tématu piatelstvi. Zaci odpovidaji, Ze bez ptatelstvi by nebyl Zivot
a neméli bychom se komu svéfit, ale neodpovidaji na otazku o nevycerpatel-
nosti #ématu ptatelstvi. V zavérecné ¢asti piikladu vyjde najevo, ze zak Kuba
stale nerozum{ terminu nevycerpanost.

7 ukazky je patrné, ze zaci jsou schopni vyhodnotit situaci, kdy ucitelka
zada souhlas ¢i nesouhlas zakt s né¢jakym tvrzenim, pfitom vsak nerozumi
probiranému konceptu, a proto mtzeme fici, ze se vyuka nikam neposunuje.
Ucitelka celou sekvenci kon¢i shrnutim, kdyz zakum opakuje, co se v hodiné
naucili (je to opravdu nevycerpatelné téma). Sama vsak zakam poskytuje vysveét-
leni v zaveru (Pratelstvi je nevycerpatelné téma, protose lidé jsou tvory spolecenskymi),
zaci se vs$ak stale nedobrali toho, co znamena, ze néjaké téma je nevycer-
patelné. Namisto toho se dozvédeli, pro¢ se bez pfatelstvi neobejdeme.
Abstraktni koncept zde nenf vysvétlen a jak ucitelka, tak Zaci se bavi o nécem
jiném.

Zavéry vyzkumu a pravidla kognitivné naro¢né prace

Pro tcely nazornosti se pokusime vsechna zjisténi ukazat v hypotetické jed-
né prumérné vyucovaci hodiné. Z celkovych 45 minut tvot{ vyukova komu-
nikace 21 minut, 9 minut tvofi ticho a zmatek, 6 minut ucitelsky monolog
a 9 minut jiné typy aktivit. Ucitel hovofi 27 minut, zaci 9 minut, 9 minut je
ticho a zmatek. V 21 minutach vyukové komunikace je polozeno 43 otazek,
11 je otevienych, 32 uzavienych. Pokud se podivime na kognitivni naro¢nost
otazek, ucitel poloz{ 26 otazek nizsi kognitivn{ naroc¢nosti, 17 otazek vyssi
kognitivn{ naro¢nosti. Kdyz ucitel poloz{ 11 otevienych otazek, zaci odpovi
spravné na 8 z nich, na 3 odpovi nespravné. Kdyz ucitel polozi 32 uzavtenych
otazek, zaci odpovi spravne na 27 z nich, na 5 odpovi nespravne. Jestlize zaci
odpovi nespravné na 8 otazek ve vyuce, pak na 2 otazky ucitel saim poda
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spravné vysvetleni, na 6 z nich znovu vyzve zaky k hledani odpovedi. Z cel-
kového poctu 43 otazek pouze 8 odpovi zaci nespravné.

Kvalitativni analyza prokazala, ze ucitelské otazky nejsou v hodiné na-
hodné rozlozeny, ale odvisi od vzdélavaciho cile, ktery v dané sekvenci vyu-
kové komunikace ucitel realizuje. Funkci otazek je proto vhodnéjsi nahlédnout
v delsich dsecich, kdy dochazi k fetézeni uréitého typu otazky, nikoli jen osa-
mocené po jedné otazce. Ve vyukové komunikaci jsme tak identifikovali ¢ty-
fi formy dotazovani, které se v prvé fade lisi cilem a ve druhé fad¢ typem
kladenych ucitelskych otazek. Pokud se ucitel rozhodne, ze Zaci budou pou-
ze latku opakovat (reprodukovat), pak neklade téméf zadné otazky.

Jestlize se ucitel zaméif na memorovani urcité pravé ¢i nedavno probira-
né latky, pak klade v rychlém sledu jednoduché otazky nizsi kognitivni na-
rocnosti. Velké mnozstvi uzavienych otazek nizsi kognitivn{ narocnosti
vede na jedné strané k aktivizovan{ pomérné velké ¢asti t¥idy, na druhé stra-
né jednoduché otazky ucitele vyvolavaji jednoduché odpovédi zaku. Jejich
odpoved nenf ucitelem hodnocena, protoze je doptfedu jasné, ze se jednalo
o jednoduchy ukol a zaka nen{ tfeba chvalit.

Teprve tehdy, kdyz se ucitel snazi ptimét zaky k formulovani svych vlast-
nich nazort na pfedem dané téma, klade oteviené otazky vyssi kognitivni
naroc¢nosti. Déle se pfi diskusi objevuji emoce. I nestrukturovand tematicka
diskuse, ktera plodi otevienost ve vztahu ucitele a zaka, ma svoje neopomi-
nutelné misto ve vjukové komunikaci. A to predevsim tehdy, je-li spojena
s kritickou diskusi nebo s produkovanim novych konceptua zaku.

Pti produkci ucitel Zakam pomaha vytvofit si novy teoreticky koncept na
urcité abstraktni roving, ale jak se ukazalo, ne vzdy pro to ucitelé vyuzivaji
otazky vyssi kognitivni narocnosti. Absence otazek vyssi kognitivni naroc-
nosti jde ruku v ruce s nevysvétlovinim novych koncepti a pojmd. Jelikoz
ucitelé nové koncepty taktka nevysvétluji, nemohou se na né ani ptat. To po-
kladdame za chybu, nebot’ spolu s jinymi povazujeme koncept spolu s pojmem
za Gstfedni kameny symbolického poznan{ (Sternberg, 2002). Vytvateni kon-
ceptl se neobejde bez paméti, ale podobné i bez zapojeni vyssich kognitivnich
procest (Vygotskij, 1976). Néktefi zkouman{ ucitelé vsak vyuzivaji nékolika
moznosti, jak nové koncepty zakum objasnit (napf. pomoci analogie, zna-
losti zakt z mimoskoln{ oblasti).

S produkci souvisi také velmi zajimavé zjisténi, které se muze zdat para-
doxni, ze ml¢eni ve vyukové komunikaci mize jednak vést k vyssi kognitiv-
ni naro¢nosti otazek — spi§ ke kognitivni korespondenci zakovskych odpo-
vedi, jednak miaze zvysit kvalitu Zakovskych odpovédi. Vysoky pocet otazek
tedy nemusi vzdy vést k vyssimu porozumeéni vyukovému obsahu, ale muaze
to byt spise tak, ze nizsi pocet kladenych otazek s sebou nese peclivejsi pra-
ci ucitele s otazkou a odpovedi zaka a v disledku muize znamenat lepsi po-
rozumén{ na strané zakua.
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Jak zajistit, aby ucitelské otazky nebyly jen kontrolnim mechanismem
zabezpecujicim aktivitu zakd pfi vyucovani a vedly ke kognitivné naroc-
nym procesum uceni na stran¢ zaka? Ukazuje se, ze nen{ mozné shrnout
vysledky vyzkumu v jednoduché doporuceni typu: ucitelé by méli klast vice
takovych a méne takovych otazek. Jak jsme demostrovali, vzdélavaci cil uci-
tele vede k fetézeni urcitého typu otazek, nikoliv naopak. Ukazuje se na-
ptiklad, Ze kladeni otazek vyssi kognitivni narocnosti automaticky nevede
k zapojeni vyssich kognitivnich procest u zaka. Dasledkem velkého mnoz-
stvi otazek vyssi kognitivni narocnosti muaze byt jen aktivizace zaka, niko-
liv naro¢na kognitivni prace zakt zalozena na peclivé argumentaci a zda-
vodnovani nazoru.

Nyni se podivejme na sedm pravidel kognitivne naro¢né vyuky, ktera jsme
zformulovali na zakladé vyse uvedené analyzy dat.

Zaprvé by ucitel mel byt arbitrem vyuky a je zodpoveédny za poznatky,
které jsou obsahem vyuky. Jednak jsme v datech zaznamenali velmi nizky
pocet negativnfho hodnocen{ odpovédi zaka ucitelem a jednak jsme pozoro-
vali, jak se ucitelé vzdavaji rozhodnuti a zastavaji postoj kagdy nazor je pri-
pustny. Hodnoceni je tak zamléené, skryté ve stinu nové inicia¢ni pobidky,
z niz vystupuje pouze ve chvili, kdy je replika zdka nespravna a ucitel to musi
dat najevo. Ackoliv se tento pfistup ucitele muze jevit jako vstficny vaci in-
dividualité vSech zaku, ucitel se timto vzdava moznosti skrze ucitelskou otaz-
ku a hodnocen{ zvysovat porozumeéni zakt obsahu vyuky.

Zadruhé se ukazuje, ze uceni potfebuje cas. Cas na zakovo mysleni, ne-
bot” uceni je vysledkem jeho mysleni. Zvyseni doby pro ptipravu odpoveédi
je jednim z faktoru, ktery zvySuje zapojeni zaka do kognitivné naro¢ného
procesu uceni. Vysledek pauzy je dvoji, zaci maji ¢as na premysleni, ale tim
se také zvySuje pocet zaku, se kterymi muze ucitel pracovat. Pauzy maji
neopominutelny pozitivni dopad na ucitele, nebot’ se pro néj zvysuje ¢as pro
pfemysleni nad otazkami, které bude klast zakim. Bez opory v empirické
evidenci se proto domnivame, ze by to ve vysledku mohlo vést ke zvyseni
kognitivn{ naro¢nosti otazek ucitele.

Zatfet{ je dulezité, aby ucitel rozhodoval o tom, kdo bude vyvolan, niko-
liv aby hovofila stale stejnd skupina nékolika malo pohotovych zakua. Diky
tomu zustava v rukach ucitele rozhodovaci pravomoc, ktery zak bude odpo-
vidat a pfedvede svoji odpoved pfed celou tfidou. Zna-li ucitel schopnosti
a dovednosti svych zaka, pak adresnost ucitelského tdzani umoznuje uciteli
pracovat s individualnimi charakteristikami zakt a Iépe reagovat na povahu
ukolu. Ackoliv nektefi autofi kritizuji nutnost hlasit se, nebot’ to omezuje
spontaneitu zaku, v nasich datech se ukazuje, ze hlasen{ zakt umoznuje zpo-
malit IRF strukturu. To, Ze se zaci hlasi, dava uciteli moznost nejen pockat
na pomalejsi zaky a vyvolavat vybrané zaky (kdyz se nehlasi, ucitel o tuto
$anci pfichazi), ale také davat slozitéjsi otazky, které vyzaduji vice ¢asu na
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pfemysleni. Diky tomu se klade stale stejny dotaz, ktery se specifikuje, ale
nemeéni se zadan{ ukolu, nez je otizka uspokojive zaky vyfesena.

Zactvrté: aby bylo mozné vyuzit potencial IRF struktury, je nezbytné nut-
né v urcitych ptipadech strukturu opustit. Kdyz ucitel objevi zakovu chybu
(po které patra), je n¢kdy nejvhodnéjsi vykrocit z ,,dobfe naolejované® struk-
tury IRF a zahdjit napfiklad vyklad. Velkym pfekvapenim pro nas bylo niz-
ké zastoupeni prave klasického (poutavého) vykladu ucitele. Samotna IRF
struktura implicitné obsahuje n¢kolik nedostatkd, jednim z nich je i lineari-
ta struktury, ktera muaze svoji jednoduchosti znesnadnovat pfechod k jiné
struktufe vyuky.

Zapaté se pro kognitivne naro¢nou praci zaku jevi byt dulezité vysvétlo-
vat zakam nové koncepty, zaobirat se vyznamy slov a uvadét zaky do poro-
zuménf teoretickych konceptua. Zaznamenali jsme velmi malo prace s jazykem
a rozebiranim a interpretacemi konceptti. Nejen ze k tomu nebyly vyuzivany
doplnujici ucitelské otazky, ale uciteli nebyly uzivany ani nastroje typické pro
mentaln{ mapovani.

Zasesté jsme podrobné popsali, jaké pfinosy ma diskuse pro zaky. Roz-
lisili jsme dva zakladni typy diskuse, nestrukturovanou tematickou diskusi
a kritickou diskusi. U¢elem nestrukturované diskuse je vytvotit prostiedi
vhodné k pojmenovavani napada zaka v emocné kladném prostiedi. Jde
o jakousi formu brainstormingu, kdy ucitel f{di vyukovou komunikaci,
ale nezastava privilegovanou pozici ve spravnosti odpovedi. Kriticka dis-
kuse by se vsak jiz méla drzet peclivého argumentovan{ ze strany zaka, mel
by v ni byt obsazen ndzorovy stfet a ucitel by mel nutit zaky k dopracovani
odpovedi.

Zasedmé se ukazuje jako efektivni, kdyz ucitel formuluje pravidla prace,
a zejména standard dobré prace zaka. Ojedinéle jsme evidovali explicitné
formulované navody pro vypracovani ukola. Ucitelka Alice napfiklad pfi
debaté o peticich, kdy Zaci po skupinach prezentovali vysledky své pred-
chozi prace, zakam ptipomnéla: ,,Naslouchejte si ted’ navzajem...“ Zaci sami
se jen malokdy doptavali ucitele na upfesnéni zadani dkolu, a proto je ne-
zbytné, aby ucitel dal zakam zfetelné najevo, jakym zptsobem maji ukol vy-
pracovat, i kdyz podobné upfesnéni muze prodlouzit ¢as zadavani tkolu.
S doplnénim o jistou dramatizaci ucitelem, napiiklad zduraznéni dulezitosti
¢i obtiznosti probirané latky, vede zaky k vys$sim vykontm.

I kdyZ soucasny diskurz fikd, ze aktivita zakl je nade vse, nase data uka-
zuji, ze snaha po aktivizovan{ zakt musf jit ruku v ruce s diirazem ucitele na
kognitivné narocnou praci zaka. A bez ni, jak vime, ke skute¢nému uceni ne-
dochazi.
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Chapter 2: The role of visual acts in classroom

communication

Roman Svafiéek and Zuzana Salamounova

Background

Chapter 2 offers a comprehensive analysis of the role of visual acts in classroom
communication, highlighting their significant influence on the structure and interpretation of
instructional discourse. The study categorizes visual acts into two primary types:

e Thematic visual acts: These serve to deepen student understanding of the content
being taught. They are directly related to the subject matter and assist in
conceptualizing lesson content.

e Interactive visual acts: These are crucial for organizing classroom communication and
establishing connections with students. They guide student participation and help
manage the flow of classroom interactions.

The chapter emphasizes the importance of examining nonverbal communication, noting that
visual messages from the teacher, alongside verbal expressions, enable students to perceive
and interpret the current phase of the lesson and understand the teacher’s communicative
intentions. The study’s findings are summarized in three key points:

First, the chapter identifies the structuring role of interactive visual acts. These visual
cues guide student understanding of when to participate in classroom interactions, even in the
absence of explicit verbal instructions. They frequently sustain the Initiation-Response-
Feedback structure within classroom communication, allowing students to continuously
interpret and respond to the teacher’s visual signals to discern whether a situation is
monologic or dialogic. This insight challenges previous assumptions, such as those by Mehan
(1979), who argued that the fundamental “social structure” of classroom communication is
predominantly verbal and triadic. The study argues that verbal communication is only one
facet of the complex communicative environment in classrooms, and that visual cues play a
pivotal role in shaping student responses and understanding of the instructional flow.

Second, the analysis delves into the nature of gestures, distinguishing between
individual and objectified components of teacher gesturing, as discussed by Wulf (2010). The

chapter illustrates how various visual acts—such as hand positioning, the use of open or
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closed palms, and the teacher’s spatial positioning—signal different phases of the lesson and
either encourage or limit student participation. These visual acts are shown to be integral to
the cognitive processing and conceptualization of the lesson content, rather than merely
supplementary to verbal communication.

Third, the study demonstrates that the integration of visual communication into
instructional practices is deeply connected to the teacher’s professional identity and the
overall effectiveness of their teaching methods (a topic further explored in Chapter 4). By
mapping out these patterns, the chapter underscores the importance of recognizing and
leveraging visual communication as a powerful tool for enhancing classroom interaction and
improving learning outcomes.

Overall, Chapter 2 contributes to a deeper understanding of how visual communication
in the classroom complements verbal cues, ultimately fostering a more cohesive and
responsive educational environment. The findings highlight the need for educators to be

aware of and to intentionally use visual acts to support and enrich classroom discourse.
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Abstrakt: PredloZena empirickad studie pojednava o tom, jaké funkce ve vyukové
komunikaci mezi uciteli a jejich Zaky zastavaji vizualni vyznamové akty, tj. sdéleni
viditelna aktérim komunikace, jeZ jim pricitaji urcity vyznam. Vysledky, které studie
zprostredkovava, vychazeji z kvalitativni analyzy 32 videonahravek vyucovacich
hodin humanitnich predmétd na druhém stupni zakladnich skol. Vizualni vyznamové
akty jsou nejprve diferencovany na tematické, které zobrazuji udalosti, objekty
¢i mySlenky spjaté s tématem komunikace, a interaktivni, jeZ slouZi jako sdéleni
kontaktni. V kontextu vyucovacich hodin jsou pak tematické akty prezentovany jako
nastroj konceptualizace vyukovych obsahti, zatimco akty interaktivni zobrazeny
jakoZto mechanismus napomahajici usporadani vyukové komunikace. PrestoZe
vizualni vyznamové akty zastavaji analogické funkce a mnohdy vytvareji tytéz vzorce,
je zfejmé, Ze jejich podoba je vyrazné individualizovana a lze ji chapat jako znak
profesni identity ucitele.

Klic¢ova slova: vyukova komunikace, vizualni vyznamovy akt, verbalni komunikace,
neverbalni komunikace, IRF struktura

1 Uvod

Skolni tfidu miiZeme oznacit jako kulturu v mnoha smyslech auditivni.
Ucitelé Zaklim ve vyuce prevypravuji podstatu aktualniho uciva, Zaci se na
vykladu podileji dopliiovanim informaci jim dostupnych. Ve snaze popsat
komunikaci ve Skolni tridé se proto predmétem zkoumani stava primarné
oralni verbalni komunikace? (viz napt. Mehan, 1979; Cazden, 1988; Nystrand
et al.,, 1997; Alexander, 2006). Tuto tendenci miizeme vidét i na dlouholeté
tradici komunikac¢nich studii, kde se predmétem zkoumani stavaji predevsim

1 Tento Clanek vznikl v ramci projektu Ucitel a Zaci v dialogickém vyucovani financovaného

Grantovou agenturou Ceské republiky (GA13-23578S) a Skola: vyzkum vnitinich procest
a vnéj$ich podminek jejtho fungovani financovaného Grantovou agenturou Ceské republiky
(GA406/09/H040). Autoii dékuji za poskytnutou podporu.

Pojmem verbalni komunikace budeme v textu nadale oznacCovat pouze oralni komunikaci,
nikoli psany text.
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textové transkripty s prepisy uskutecnénych komunikac¢nich vymeén. Sdéleni
mimoverbalni - tedy to, co je ve Skolni tridé viditelné a nikoli slySitelné -, jsou
oproti tomu mnohdy nepozorovana a ziistavaji spiSe na okraji vyzkumného
zajmu (Roth, 2001, s. 365). Realizovana zkoumani této orientace pak byvaji
vystavéna predevsim na dekontextualizovaném fyzickém popisu nékterého
z aktéri komunikace - dozvidame se napriklad, Ze urcité drzeni téla mtliZze za
jistych okolnosti naznacovat submitivitu ¢i naopak dominanci ucitele, avSak
dané scény byvaji zcela vytrzeny z kontextu vyuky, coZ znacné problematizuje
jejich interpretaci a jeji spolehlivost (srov. napr. Neil, 1991).

V ramci dosavadniho zkoumani vyukové komunikace jsme se co mozna
nejpodrobnéji vénovali struktufe vyukové komunikace. Vychazeli jsme
primarné z komunikace verbalni, presto vSak nebylo mozné opomenout déni
mimoslovni (Sedova, Svaricek, & Salamounova, 2012). Typickymi piikladem
je mechanismus ucitelova vyvolavani zakul, které miize byt realizovano
pokyvnutim, pohledem, pohybem dlané, ukdzanim prstem ¢i kratkym
predsunutim brady, a pritom ve vSech téchto podobach plni tutéZ funkci, jako
kdyby ze strany ucitele zaznélo: ,Co si mysli$ ty, Lucko?” Stejnym zptisobem
jsme museli pristupovat také k mechanismu zaml¢eného hodnoceni, které
bylo nutné interpretovat bud aZ z nadchazejiciho verbalniho sdéleni
(poloZeni dalsi otazky je souCasné potvrzenim, Ze predchazejici Zakovska
odpovéd byla ptijata jako spravna, vice in Sedova & Svaricek, 2010), nebo
pravé z mimoverbalniho komunikac¢niho jednani ucitele. Napriklad kratké
prikyvnuti po tom, co Zak odpovédél na ucitelovu otazku, je sice v roviné
deskripce zcela svébytnym procesem, nicméné z hlediska své funkce
obsahuje stejnou zpravu jako poloZeni dalsi otazky. Z uvedenych prikladi je
zfejmé, Ze neverbdlni komunikace, kterou lze zjednoduSené definovat jako
»komunikaci beze slov“ (DeVito, 2008, s. 152), hraje ve vyukové komunikaci
taktéZ vyznamnou roli, a proto jsme se rozhodli vénovat se ji podrobnéji.?

Neverbalni komunikace ve Skolni tfidé vyuce mize slouzit riznym cilim.
Napriklad Klinzing a Jackson (1987) popisuji, Ze neverbalni komunikace:
(a) miZe uciteli pomoci vyjadrit jeho o¢ekavani a postoje k zakiim; (b) miiZe
byt nastrojem, jehoZ prostirednictvim ucitel ridi interakci ve tridé (napriklad
skrze pohyb, oc¢ni kontakt ¢i zménu hlasu); (c) ma ilustrativni funkci;
(d) umoziiuje Zaklim (zejména prostiednictvim gest a télesného vyjadienti)
lépe pochopit verbalni sdéleni ucitele. Zejména posledni dva zminéné cile
pritom jasné poukazuji na to, Ze je nemozné zkoumat neverbalni komunikaci,

3 0 neverbalni komunikaci viz Hackl a Hummel (2011).
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aniZ bychom vedle sledovani pohybt, drZzeni téla Ci vyrazili tvare poslouchali
také verbalni projev ucitele, coz prokdZeme zahy. SpiSe se ukazuje nutnost
zkoumani obou slozek jak verbalnich, tak neverbalnich sdéleni v jejich
koexistenci, coZ prokazuji také experimenty, které dokladaji, Ze opomenuti
jedné slozky zasadné zméni vyznam komunikac¢ni situace (napr. Reinhard
& Sporer, 2008).

Tato skutecnost nas vedla k rozhodnuti, Ze budeme sledovat tzv. vyznamové
akty spojujici jak verbalni, tak neverbalni komunikaci, a to vZdy v navaznosti
na kontext, v némz se odehravaji. Termin vyznamovy akt je v této souvislosti
pouzivan s ohledem na to, Ze ne veSkerému komunika¢nimu jednani je ze
strany komunikujicich pticitan urcity vyznam.* Orientujeme se proto pouze
na ta sdéleni, jimZ je z hlediska jejich prijemcd prisuzovan urcity vyznam,
a ktera tak mohou byt oznaCena za vyznamové akty. Misto o neverbalni
komunikaci - zajima nas ostatné vzdy také verbalni stranka véci - pritom
hovorime o vizudlni sloZce vyznamového aktu (Bavelas & Chovil, 2000).
Terminem vizualni vyznamové akty zde tedy odkazujeme na ta sdéleni, ktera
jsou viditelna aktériim komunikace, jiz jim pricitaji urcity vyznam, a ktera
mohou byt ve vzajemném vztahu s paralelné nesenym verbalnim sdélenim.’
Pravé zkoumani vizualnich sdéleni ve Skolni tridé totiz umoZnuje jinym
zpuisobem nahlédnout vyukovou komunikaci a soucasné vyvodit urcité
implikace pro zkoumani jeji verbalni sloZky. Smyslem naSeho zkoumani je
také identifikovat, jakym zptlisobem jsou vizualni sdéleni utvarena.

2 Cesta od neverbalni komunikace k vizualnim aktim

Rozhodnuti zaméfit se na vizudlni sdéleni nebylo ndhodné a vychazelo
z obezndameni se s teoretickym konceptem neverbalni komunikace, ktery je
pro nas cil neprilis uzitecny, coZ se nyni pokusime ilustrovat.

v 7

*  Jako priklad uvedme situaci, kdy zaci pisi test a jejich ucitelka se podiva na hodinky. Tuto
situaci miZzeme interpretovat napiiklad tak, Ze kontroluje, aby Zaci nepracovali déle, nez byl
predem domluveny cas. Ze strany ucitelky se vSak nejedna o komunikacni sdéleni urcené pro
zaky. Pokud by vSak ucitelka ve stejné chvili rekla napriklad nahlas: ,Tak“ a v momenté, kdy
by k ni Zaci zvedli hlavu, se vyrazné podivala na hodinky, je to jiZ vyznamové sdéleni pro zaky;,
ktefi tak dostavaji naptiklad informaci, Ze Cas, ktery méli na praci s testem, se blizi konci.

> NaSe pouZiti terminu vizualni vSak neni shodné se zndmou teorii viditelného vyucovani
a ucenti (visible learning), kterou popisuje Hattie (2009). Pro néj je viditelné uceni takové,
kde je zakim stanoven explicitni cil, pokud je pro zaky tento cil adekvatni vyzvou, pokud
ucitel i Zaci hledaji, do jaké miry je cil splnén, kdyZ je pritomna zpétna vazba a kdyZ jsou
aktéri realné zanicené zapojeni.
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Neverbalni komunikace byva typologizovana v zavislosti na kandlu, ktery je
vramci komunikace pouzit, avnavaznosti na funkci, kterou dané komunikac¢ni
sdéleni plni. Typologizaci podle uZitého komunika¢niho kanalu rozliSujeme
mimické signaly, pohledy oci, zaujimani prostorovych pozic, postoje téla,
doteky atd. (Schrober & Clark, 1989). Prikladem miZe byt alternace
signalu pro vyvolani konkrétniho Zaka. Pokud ma ucitelka, ktera je zvykla
vyvolavat zamifenim ukazovacku, mezi prsty kiidu, vyvola pokynutim celé
dlané. V situaci, kdy v rukou drzi knihu nebo se opira o stil, a nemtiZe tedy
signal vyslat rukou, pokyvne smérem ke zvolenému Zakovi bradou. Jak vSak
z tohoto prikladu vyplyv4, z hlediska své komunikacni funkce ma rozdéleni
podle kanalu, jimZ je sdéleni realizovano, minimalni vypovidajici hodnotu.

Z hlediska funkce neverbalni komunikace pak hovorime o gestech, ktera
vyjadruji urcita slova ¢i slovni spojenti a jejichZ ¢astym prikladem je situace,
v niz ucitelé na odpovéd Zaka reaguji gestem pripominajicim Spetku Cci
trosku, tj. vytvorenim malého prostoru ve tvaru protahlého pismene U mezi
ukazovackem a palcem, ¢imZ sdéluji, Ze odpovéd’ jeSté neni Uplné presna, je
kousek vedle odpovédi pozadované. Dalsi kategorii jsou ilustrdtory, které
doprovazeji a ilustruji slovni sdéleni. Priznak doprovazeni naznacuje, Ze
se jedna o sdéleni redundantni, kterymi neni sdélovano nic vic, neZ co je
paralelné sdélovano slovy (ucitelka napriklad rekne: ,Oteviete si seSity“
a soucasné udéla imaginarni pohyb predstavujici tuto aktivitu). MiZe se vSak
jednat také o sdéleni neredundantni, ktera verbalné sdélovanému pridavaji
dalsi vyznamovou rovinu. Frekventovanym projevem tohoto typu je deixe
(srov. Roth, 2001), tedy ukazovani a odkazovani (napriklad sdélenti ilustrujici
vétu: ,Podivejme se na toto slovo“ je doprovazeno poukazanim na konkrétni
slovo napsané na tabuli). Dal$i skupinou jsou reguldtory, které se vztahuji
ke komunikacnimu procesu a jeho kontrole. Typickym prikladem regulatoru,
ktery byva uvadén v kontextu Skolni tridy, je situace, kdy si ucitel prilozi
ukazovacek kolmo pres usta, aby sdélil, Ze se zaci maji utisit.® Poslednimi
dvéma skupinami jsou afektivni projevy, jez slouzi k vyjadreni emoci
a které jsme si ilustrovali prikladem o vyjadreni sympatii ze strany ucitele,
a adaptéry, které uspokojuji urcitou potiebu mluvciho/adresata - jedna se
napriklad o pohravani si s fixem ¢i upravovani hodinek ze strany ucitele.

¢ Na zakladé naSich dat pritom nemutzeme potvrdit, Ze se jedna o univerzalni, objektivizova-
nou, obecné sdilenou podobu tohoto sdéleni. VétSina uciteld z naseho vzorku pro tuto zpravu
naopak vyuziva svij vlastni, individualni signal (srov. Wulf, 2010) - naptiklad pozici podob-
nou Feckému pismenu Y, v niZ ucitel ma obé ruce v pravém thlu od téla s lokty pokréenymi
vzhiiru opét v pravém uhlu a dlanémi ke tridé, kterymi déla kratky kmitavy pohyb.
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Pri prevedeni do komunikacni reality je vSak také tato diferenciace pro-
blematicka, coz miizeme zachytit na nékolika situacich z nasich dat. Jakym
zpusobem napftiklad interpretovat situaci, kdy ucitelka ve vyuce zvedne uka-
zovacek smérem vzhliru? MiliZe se jednat jednak o gesto se zpravou Pozor!
(frekventovaneé vyuzivané napft. ve chvili, kdy ucitel sdéluje klicové informace
k latce), stejné jako o regulator, jimzZ ucitelka napomina Zaky a signalizuje,
Ze maji byt potichu, nebo o ilustrator, kterym se ucitelka snazi zaky doveést
napriklad ke slovu strop (zde hovorime o situaci, kdy ucitelka chce, aby Zaci
nasli odpovidajici souslovi ke slovu lustr a oni nemohou prijit na souslovi
stropni svitidlo).

Tento priklad fyzického jednani s trojim moznym sémantickym obsahem je
ilustraci prirovnani, v niZ jsou neverbalni sdéleni pripodobniovana k poly-
sémnim sloviim, ktera bez kontextu taktéZ nemaji jediny vyznam (Bavelas
& Chovil, 2000). Z této skutecCnosti pak vychazi tri teze, z nichZ je podle naSe-
ho nazoru nutné pri zkoumani neverbalni dimenze vyukové komunikace
vyjit. Zaprvé, odliSeni gesta od regulatoru, ilustratoru, ¢i dokonce nahodné-
ho pohybu neni zavislé na vlastnim fyzickém jednani, ale na usudku o jeho
lingvistickém vyznamu (Bavelas, 1994). KliCova je pro nas tedy otazka, jaky
vyznam v sobé dané komunikacni sdéleni nese, nikoli jakou ma podobu.

Zadruhé, pokud chceme relevantné interpretovat vyznam urcitého sdéleni,
musime dobie porozumét také kontextu komunikacni situace, nikoli pouze
izolovanémusdéleni.VSechny sloZzky sdéleni, zvolené slovo, stejné jako pouZité
gesto, jsou totiz ucastniky interakce bezprostrednimu komunikac¢nimu
kontextu prizplisobeny (Bavelas et al.,, 2011, s. 50).

Zatreti, pokud chceme porozumét komunika¢nimu kontextu, musime poro-
zumét také obsahu a vyznamu verbalniho sdéleni, pokud probiha paralelné
s neverbalnim sdélenim, nebot prestoZe mohou byt analyzovany izolovang,
funguji verbalni a neverbalni dimenze komunikace vétSinou jako dvé casti
jednoho a téhoz lingvistického procesu (McNeill, 1992). Zejména v kontex-
tu Skolni tridy, kde je nutné sdélit velké mnozZstvi informaci vice adresatiim
v pomérné kratkém case, sice mlize byt verbalné a neverbalné vysilano vice
nesouvisejicich zprav (Neill, 1991). Ucitelka napriklad verbalné vysvétluje
déjepisnou latku a paralelné vysila mimoslovni signaly, jimiZ Zaky napomina
k tichosti.
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3  Vizualni vyznamové akty

Jednotkou naseho zkoumani jsou vizudlni slozky vyznamovych aktd, o kte-
rych hovorime jako o vizualnich vyznamovych aktech (srov. Bavelas & Cho-
vil, 2000). Vizualni vyznamové akty definujeme jako viditelné jednani, které
miiZe probihat paralelné verbalni komunikaci. SlySitelné i viditelné informa-
ce obsaZené ve vyznamovém aktu jsou provazany, a proto je nutné vyznam
daného aktu interpretovat s ohledem na obé tyto dimenze. NemtliZzeme ale
tvrdit, Ze vSe, co je ve tridé viditelné, je interpretovano jako vyznamotvorné.
Jak napriklad v souvislosti s gesty podotyka Roth (2001, s. 369), ,zatimco
vSechna gesta jsou pohyby rukou, ne vSechny pohyby rukou jsou chapana
jako gesta“ To v kontextu naseho zkoumani znamen4, Ze ne vSechno vizualni
jednani ucitele je zamysleno a interpretovano jako vyznamovy akt s komuni-
kativni funkci.

Bevalesova a Chovilova (2000) uvadéji nasledujici charakteristiky vizualnich
vyznamovych aktl: (a) pro jejich pritomnost je klicova existence vizualniho
kanalu mezi komunikujicimi - mira vyskytu vizualnich sdéleni se totiz
snizuje umérné s poklesem Sance na to, Ze je prijemce uvidi a bude je tak
moci dekdédovat; (b) lze je chapat jako analogové dekédovana sdéleni;
(c) jejich vyznam je moZné interpretovat s ohledem na kontext probihajici
promluvy; (d) jsou integrovany do probihajici verbalni promluvy, at uz do
této promluvy prinaseji urcité nové (verbalné nevyjadrené) informace, nebo
vytvari pouze urcity zrcadlovy obraz toho, co jiz bylo feCeno slovy (a jsou
tedy tzv. redundantni). Pravé skutecnost, Ze vizualni vyznamové akty nemusi
byt redundantni, pro zkoumani komunikace ve skolni tridé znamena, Ze ve
chvili, kdy je komunikace zkoumana pouze na zakladé transkriptti, které
nezahrnuji textové ,preklady“” vztahujici se k vizualni roviné komunikace,
sdéleni zprostredkovana touto cestou se mohou zcela vytratit. V této studii
se proto podivame ,mezi radky“ transkripti a pokusime se najit, co se skryva
mezi slovy.

JiZ jsme uvedli, Ze vizualni vyznamové akty jsou kontextoveé vazané. Provaza-
nost s kontextem komunikacni situace vsak miize probihat dvéma riznymi
cestami. Vizualni sdéleni se mlZe vztahovat bud’ k predmétu aktudlni pro-
mluvy, tedy k jeho obsahu, ¢imzZ navazuje na verbalni slozku, nebo k adre-
satovi promluvy, ¢imZ dané vizualni sdéleni prekracCuje hranice verbalniho

7 Pojem ,preklad” zde pouzivame zcela zamérné, nebot vizualni a verbalni sdéleni jsou zcela
odlisné kddy a jejich pievedeni z jednoho do druhého je vZdy obtizné.
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obsahu. Podle tohoto klice pak hovorime o tematickych vizudlnich aktech,
které zobrazuji udalosti, objekty ¢i mySlenky pifimo spjaté s tématem kon-
verzace, a interaktivni vizudlni akty, u nichZ spojitost s tématem absentu-
je, nebot slouZi jako sdéleni kontaktni (Bavelas, 1994). Pro lepsi priklad si
miizeme piedstavit rybare ukazujicitho paZemi sviij bajny tlovek (tematicky
akt), ¢i ucitele vyvolavajiciho Zaka ukazanim pravé ruky (interaktivni akt).
V tomto textu se budeme zabyvat obéma typy vizualnich akti.

Tematické vizualni akty jsou vedle verbalni promluvy nejcastéji tvoreny
pohyby rukou. Jejich prostrednictvim je mozné primo ukazovat na predmét
promluvy nachazejici se v daném fyzickém prostoru (pokud napriklad ucitel
hovoii o zarubnich, ukdze na né ve tiidé, aby zakim ilustroval pomérné
neznamy predmét promluvy), napodobit konkrétni predmét promluvy (ve
chvili, kdy ucitelka hovotio kolenina potrubi, kreslije pred sebou rukou), nebo
dokonce demonstrovat urcitou abstraktni entitu (ve vyuce napriklad ucitelé
Casto rukama vyjadruji plynuti ¢asu ¢i provazani minulosti a pritomnosti).
Tato vizualizace pritom ma nezpochybnitelnou roli, nebot’ spolu s verbalni
promluvou pomaha utvaret nejen promluvu mluvéiho, ale spoluutvareji
i jeho mysleni (McNeill, 1992). Zastanci této teze (viz Kita, 2000) tvrdi, Ze
jak analytické mysleni (které je ve vztahu k reci), tak prostorové a motorické
mysleni (jez je ve vztahu s gestikou) umoziuji mluvéimu lépe vyjadrit dané
sdéleni. Mluvci totiz miize vyuzit dva kanaly, které maji odliSné moznosti,
co se tyCe konceptualizace informace, ve snaze vyjadrit ji pro posluchace.
Tematické vizualni akty proto mohou pretvaret teoretické koncepty mluvciho
do sémiotické podoby. Tematicka vizualni sdéleni nepouzivaji s ispéchem jen
ucitelé takovych ,vizualnich predméti“, jako je chemie, matematika a fyzika
(Roth, 2001; Reynolds & Reeve, 2002), ale pomahaji napriklad také védciim
pri spolecné praci vytvaret abstraktni teorie, jako je biochemicka teorie
molekul (Becvar, Hollan, & Hutchins, 2005).

Oproti tomu interaktivni vizudlni akty sdéleni obohacuji probihajici
promluvu o celou fadu vyznamt (Bavelas et al., 1995), jmenovité napiiklad
o informace, Ze mluvci praveé sdélil pointu své promluvy, Ze v jeho promluvé
doslo k digresi a navratu k plivodni vykladové linii, Ze sdéleni je eliptické
a mluvc¢i ponechava na adresatovi, jak si dal obsah vylozi, Ze mluvci vychazi ze
zkuSenosti sdilené spolu s adresatem, Ze adresata Zada o pomoc pri nalezeni
vhodného slova na doplnéni své promluvy, Ze od adresata ocekava potvrzeni
toho, co je mu sdéleno, které by verbaln& mohlo byt pfeloZeno ve smyslu: ,Ze
ano?“ atd.
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Mira zastoupeni interaktivnich vizualnich aktii je zavisla na zvolené komu-
nikacni formé. Zatimco v monologu je tematickych vizualnich sdéleni devét-
krat vice neZli interaktivnich, pri interaktivnim komunika¢nim nastaveni je
jejich vzajemny pomér jedna ku tfem (Bavelas et al., 1995, s. 400). Na zakladé
nasich predchazejicich sSetfeni ze Skolni tfidy jsme pritom konstatovali, Ze
vyukovy monolog, v némz ucitel zprostiredkovava tridé obsah aktualni latky;,
zastava ve vyucovacich hodinach pouze 4 % veskeré komunikace ve Skolni
tridé, zatimco formy interaktivni, v nichz se strida ucitel a Zaci, se vyskytuji
vice neZ desetkrat vice (podrobné in Sedova, Svaritek, & Salamounova, 2012,
s. 50). Z toho vyplyva, Ze ve vyucovacich hodinach bychom vzhledem k jejich
komunika¢nimu usporadani méli oCekavat, Ze také interaktivni sdéleni se
dostavaji ke slovu pomérné casto a nejsou pouze okrajovym jevem.

4 Metodologie vyzkumného Setreni

V této studii se vracime k datiim sesbiranym v ramci projektu Komunikace ve
skolni tFidé, ktery byl mezi roky 2009 a% 2011 feSen na Ustavu pedagogickych
véd Filozofické fakulty Masarykovy univerzity. V ramci tohoto projektu jsme
spolupracovali s Sestnacti uciteli a tfidnimi kolektivy druhého stupné Ctyr
jihomoravskych zakladnich sSkol. Jednalo se pritom o ucitele humanitnich
predmétli - ceského jazyka a literatury, déjepisu a obcanské vychovy. Data
byla sesbirdna prostrednictvim dvou polostrukturovanych rozhovort
s kazdym z uciteld, nékolika pozorovani a dvou videonahravek vyucovaci
hodiny kazdého ucitele a dotazniki pro zaky. V tomto textu budeme vychazet
pouze z videozaznamu 32 vyucovacich hodin.

KdyZ jsme na jare roku 2010 sesbirali data, prevedli jsme podle standardniho
postupu jejich obrazovou ¢i zvukovou stopu do textové podoby, v niZ jsme se
snazili postihnout co nejpodrobnéjSi obraztoho, co se vdané situaci odehrava.
Presto se vSak opakované stavalo, Ze co bylo zcela jasné pri sledovani
vyucovani, nebylo najednou tak jasné pri procitani datového transkriptu.
Proto bylo nutné se vracet ,za text a sledovat urc¢ité komunikac¢ni situace
na videozaznamu. Zakladnim materidlem pro dalsi analyzy vsak vzhledem
k naSemu zameéreni predevSim na verbalni dimenzi vyukové komunikace
zlistaval datovy transkript. V tomto ¢lanku se proto vracime od textu k obrazu
a nasim primarnim datovym zdrojem jsou videonahravky.

S ohledem na zakladni roztridéni vizualnich vyznamovych aktl na interak-
tivni a tematické jsme si stanovili dvé zakladni vyzkumné otazky: (1) Jakym
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zpusobem se vizualni vyznamové akty podileji na utvareni interakci ve Skolni
tridé? (2) Jakym zptisobem je pomoci vizualnich vyznamovych akti preda-
van kognitivni obsah?

Vzhledem k tomu, Ze gesta Casto nemaji dlouhého trvani, rozdélili jsme vyuku
na jednotlivé vizualni vyznamové akty, které trvaji zhruba pét vterin a obsa-
huji interaktivni ¢i tematické vizualni sdéleni od ucitele k zaktim, piipadné
nasleduji Zakovskou reakci. Vyznamovy vizualni akt obsahuje verbalni sdéle-
ni ucitele, gesto pazemi, mimiku ve tvari ucitele a télesny pohyb.

Kazdou z vyucovacich hodin jsme vzidy nejprve nezavazn€, bez vytvare-
ni kodl ¢i mem, pozorovali, abychom se szili s vizualni komunikaci ucitele
a abychom si uvédomili nasledujici reakce ze strany zakd. Pii opétovném
pozorovani videonahravek vyucovacich hodin jsme meéli paralelné otevieny
textovy transkript. U kazdého projevu ucitele, ktery by mohl byt dek6dovan
jako vizualni vyznamovy akt, jsme nahravku zastavili a vénovali se jeho ver-
balnimu kontextu.

Ve shodé s postupem Bavelasové (1994, s. 211) jsme nasledné jednotlivé
vizualni akty podle jejich vztahu k aktualnimu tématu interpretovali jako
interaktivni (nesouvisejici s tématem vyuky a orientovano na prijemce),
nebo tematické (se vztahem k tématu vyuky). Poté, co byl timto zplisobem
roztridén material ze vSech vyucovacich hodin, byl ve snaze o zvySeni spoleh-
livosti analyzy dat cely postup zopakovan. V predloZené interpretaci pritom
pracujeme pouze s témi vizualnimi akty, jez byly opakované interpretovany
stejnym zplisobem (podotknéme, Ze se jednalo o vétSinu identifikovanych
vizualnich sdéleni). Namisto tradi¢nich kédi jsme v rdmci analyzy dané seg-
menty opatrili memy, obsahlejSimi poznamkami vztahujicimi se k jednotli-
vym aktlim ¢i jejich ¢astem. Soucasti mem se stal také popis fyzického jednani
a,preklad” vizualné vyjadrené informace do verbalniho sdéleni. Pravé mema
spolu s opakovanym zhlédnutim komunikacnich situaci se stala jadrem dalsi
analyzy a interpretace.

S ohledem na mozny rozsah prispévku se budeme zabyvat popisem pouze
dvou vyucujicich, uéitelky Johany ve vyuce ¢eského jazyka a ucitelky Sarky
v hodiné literatury. Jednotlivé vizualni akty budeme prezentovat tak, Ze
vZzdy ukazeme graficky nacrt daného vizualniho aktu a verbalni transkript
vyukové komunikace.
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5 Vysledky analyzy dat

PopiSme si nejdiive scénicky prostor Skolni tridy. Mizanscéna vypada
nasledovné: trida je salové usporadana do Ctyr az péti rad vZdy po trojici
lavic, kde sedi jeden az dva zaci, zadni lavice ¢asto zlistavaji neobsazené. Cela
jedna sténa tridy je prosklena, na jeji predni sténé je bila, cerna nebo zelena
tabule, na treti sténé, kudy se do tridy také vchazi, zpravidla byva jedna ci
vice nastének. Zadni sténa skyta urcitou variabilitu - milize byt ponechana
bila, ale miZe byt také pomalovana Zaky, pfipadné o ni mohou byt opieny
skriné, v nichz jsou pomicky k vyuce. Podlaha tridy je pokryta linoleem, na
stropé jsou umistény zarivky. Dominantni prvek ve tridé tvori katedra, dnes
ve vétsSiné pripadi zastoupena ucitelskym stolem umisténym zpravidla pied
prvni lavici u okna.

Ve chvili, kdy zazvoni, se Zaci (v zavislosti na tom, jak znaji svého ucitele
a jakou maji zkuSenost s tim, po jak dlouhé dobé€ po zvonéni do tridy prichazi)
riznym tempem presouvaji na sva mista. JiZ prvni interakce, ktera mezi nimi
a uCitelem nasledné probiha, ma ritualizovanou vizualni podobu - mame tim
na mysli vzajemny pozdrav ucitel a Zaki, kterym byva vyucovaci hodina
zpravidla dodnes otevrena.

Casto nasleduje dalsi vizualni vyznamové sdéleni, a to ze strany zakd. Pokud
totiZ na zacatku hodiny chtéji uciteli néco sdélit, zlistanou i po ,usazovacim“
signalu ucitele stat a vyckavaji, aZ je oslovi. Jedna se o dalsi vizualni signal
interaktivni povahy, ktery v tomto pripadé supluje viibec nejvice zastoupené
interaktivni vizualni sdéleni ve Skolni tridé, Zakovské hlaseni.

5.1 Interaktivni vizuadlni akty

Ucitelka Johana ve své hodiné literatury otevrela tematiku bible a rada by
se oprela o stavajici znalosti Zaki. Do tiidy poklada velmi Sirokou otazku po
jakychkoli znalostech, které jiz Zaci o bibli maji. ACkoli tfida byla po celou
dobu vyuky azZ doposud velmi angaZovana, v momenté¢, kdy se ucitelka zepta,
co si jiz o bibli rikali, vSichni Zaci ml¢i. O necelou minutu pozdéji je pritom
ziejmé, Ze Zaci maji o bibli pomérné znacné povédomi. Proc¢ tedy na otazku
ucitelky nikdo neodpovidal?

Pfi zkoumani podoby komunikacniho usporadani ve Skolni tridé je vzdy
jednou z prvnich otazek, zda se jednd o komunikaci, na niZ se verbalné
podili pouze ucitel, nebo zda se strida se svymi zaky, pripadné do jaké
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miry jsou oba zminéné typy usporadani zastoupeny. V zavislosti na tom
odliSujeme komunika¢ni uspoiradani monologické a interaktivni.? JiZ od
70. let minulého stoleti se pritom opakované prokazuje, Ze prevazujici
je interaktivni nastaveni komunikace (napf. Flanders, 1970), které byva
nejcastéji organizovano v podobé trojclenné struktury, jeZ se oznacuje jako
IRF struktura a sklada se z otazky ucitele, odpovédi Zaka a navazujici zpétné
vazby ucitele (napr. Mehan, 1979; Cazden, 1988). Klasickym voditkem, které
vede (Zaky i pozorovatele) k rozhodnuti, kdy monologicka pasaz prechazi
v interaktivni, proto byva otazka, jiZ ucitel do tridy poloZi a na niZ oc¢ekava
odpovéd, tedy prvni ze tri sloZek IRF struktury.

Ve vyuce vSak zazniva mnohem vice otazek, nezkolik je urceno k zodpovézeni
zaky. Ucitelé mnohdy pokladaji otazky recnické, kterymi se snaZi ucinit sviij
monolog posluchacsky atraktivnéjsi a budit dojem kontaktovosti se svym
publikem. Mnohé otazky urcené kzodpovézeni Zaky na druhou stranu
charakter otazky nemaji a jsou realizovany v podobé urcitych konstatovani
ve tvaru oznamovacich vét (Svaric¢ek, 2011a). Zaci piresto védi, kdy otazka
neni otazkou v béZném slova smyslu a kdy se naopak otevira prostor pro
jejich participaci na vyukové komunikaci. Stejné jako je totiz podle urcitého
schématu organizovana verbalni komunikace, je také vizualni komunikace
ucitelli usporadana podle urcitého vzorce ovliviiujiciho vedle IRF struktury
celou vyukovou komunikaci. V tomto vzorci mtizZeme identifikovat tii typy
vizualnich aktt: vyklad ucitele, dialog ucitele a Zakd a navrat k vykladu
ucitele. Vizualni akty budeme ilustrovat na pripadu vizualni komunikace
ucCitelky Johany. Jedna se o ukazky z hodiny Ceského jazyka, v nizZ ucitelka
s zaky opakuje téma obohacovani slovni zasoby a procvicuje latku archaismdj,
historismt a neologismu.

8 Dtivody, pro¢ nepouzivame termin dialogické usporadani, dobie popisuje napi. Alexander
(2006), podle néhoz je interaktivni usporadani charakteristické pouze stfidanim replik
jednotlivych mluvcich, zatimco dialogickd komunikace znamena také stridani rznych
mentalnich perspektiv, reciprocitu mluvcich a vytvareni nového sémantického prostoru pro
vSechny zdacastnéné.
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Vizualni akt ¢. 1: Vyklad ucitele®

U: Archaismus je slovo, treba lu¢ba, to znamens,
a Ze v tom, mmm, dejme tomu v tom patnactém
‘“ Sestnactém stoleti, se pouzivalo a ted’ pouZivame
také toto slovo, ale ve znéni chemie tieba, ze?
Anebo tfeba bradyft jsme si fikali, holi¢ a tak dale,
ano? Cili to jsou takzvané archaismy.

Vizualni akt zachycuje vizualni sdéleni, které vysila ucitelka Johana ve chvili,
kdy komunika¢ni situaci ve tfidé dominuje jakoZto jedina legitimni mluvci.
Jedna se o moment, kdy ucitelka tridé uvadi priklady archaismi a na téchto
prikladech vysvétluje jejich princip. Stoji pri tom na zacatku stupinku, kde
se pohybuje po ose, ktera zacina vedle katedry a konc¢i pred prostredni
lavici, a diva se po tridé, aniz by dlouho setrvavala pohledem na kterémkoli
z Zakd. Vychozi pozici rukou vidime na obrazku. Leva dlan se zpravidla
dotyka zapésti pravé ruky, dlané jsou natoceny smérem Kk télu, a ucitelka tak
pomyslné vytvaii mensi uzavieny prostor pro sebe samu a sviij vyklad. Zaci
védi, Ze v této fazi vyuky je prostor pro ni jakoZto jedinou mluv¢i, zatimco oni
se na situaci podileji z pozice posluchaci. Ucitelka si timto postojem ve vyuce
¢asto udrZuje svilij komunikacni prostor.

% Popis vizudlniho aktu ma vzdy Ctyri Casti: (a) nazev vizualniho aktu, (b) snimek z videona-
hravky prekresleny v grafickém programu, (c) napravo od snimku je prepis odehravajiciho
se vyznamového aktu, pricemz slovo ¢i slovni spojeni, které je vyznaceno tucné, oznacuje
moment, ktery je zachycen vizuadlni ukazkou, a (d) interpretaci daného vizualniho aktu dole.
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Variace na vizualni akt ¢. 2: Vyklad ucitele s pointou

U: Neologismy, ¢ili to jsou ta slova nova, ktera se
teprve do toho centra slovni zasoby dostavaji.

Vizualni sdéleni oznacujici fazi vyuky, v niz probiha vyklad, variuje ve chvili,
kdy se ucitelka Johana dostava ke stru¢né pointé. Tato situace nastava
vzapéti po situaci zachycené v predchazejicim vizualnim aktu. Ucitelka
hovofii o neologismech, které muiZe jednoduse a stru¢né definovat jako ,,nova
slova“, Ve chvili, kdy ucitelka miiZe vysvétlit podstatu urcitého uciva pomoci
jednoho ¢i dvou slov, jako tomu je zde, méni se pozice jejich rukou, které se
rozpojuji a otac¢i dlanémi vzhiiru a soucasné k télu. Mohli bychom fici, Ze gesto
symbolizuje urcité predavani ,daru”“ védéni od ucitelky k zakim. Ucitelka
vizualné sdéluje jednak to, Ze pravé toto je pointa casti vykladu, a zaroven
stale miri dlanémi na sebe, mluv¢i situace a garanta predkladaného sdéleni.

Vizualni akt ¢. 3: Prostor je otevieny vSem

U: Obohacuje se, décka, ¢tyi'mi zpasoby. (Spolu
s poslednim slovem ve vété zdvihne na levé ruce
palec, kterym vyjadri jednicku. Usméje se. Pohled
smeéerem k jednotlivym Zdakiim se prodluZuje.)

- : 77: (Prihlasuji se, ze tridy jsou slyset titrzky
odpovédi.)

~— U: Vzpomenete si — zaprvé?

Markéta: Tvoreni novych slov.

U: Vznikaji.
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Sdéleni, které bylo pro vizualni komunikaci klicové ve fazi vykladu, je zcela
opusténo ve chvili, kdy se méni usporadani vyukové komunikace a ucitelka
tridu prevadi do IRF struktury. Tésné pred vyslovenim samotné otazky:
,Vzpomenete si - zaprvé?‘, kterd jiz naleZi do interaktivni faze vyuky, ucitelka
odpocitavanim na palci demonstruje, Ze nyni se bude reSit prvni ze Ctyr
zplsobil. Samo vypocitavani odpovédi vsak jeSté neni signalem k tomu, Ze
je ze strany Zaki oCekavana odpovéd. Ucitelka vSak soucasné stejnou rukou
rozevira prostor, ktery byl doposud ohranicen (vizualné i verbalné) pouze
pro ni samotnou. Pravé ono uvolnéni prostoru je u ucitelky Johany vizualnim
signalem, ktery maji Zaci spojeny s fazi, v niz se spolecné s ucitelkou podili
na tom, co je v hodiné receno. Jak je vidét z ukazky, Zaci zacnou rikat mozné
odpovédi a hlasit se jesté pred tim, neZ ze strany ucitelky zazni samotna
otazka. Samotné vizualni sdéleni by tak mohlo IRF strukturu dostatecné
otevrit, anizZ bychom slyseli jakykoli dotaz.

Vizudlni akt ¢. 4: Stridani roli v plném proudu IRF struktur

U: Vznikaji. (Na levé ruce stdle drzi zdviZeny palec
na znameni zaprvé, prvniho zptisobu, pravou rukou
na znameni reference na odpovéd’ Zdkyné ukazuje
do tridy.) Tvori se nova slova, to je prvni zptsob.
U: Jendo? (Oslovi hldsiciho Zdka, souc¢asné na levé
ruce zvedne krom palce i ukazovdcek.)

Jenda: Cizojazyc¢né, jako...

U: (Kresli rukou do vzduchu vinu, ¢cimz vizualizuje
informaci, Ze se nejednd o odpovéd’ zcela sprdvnou.)
ZAci: Prevzaté z cizich jazykd.

Spolu s reprodukovanim IRF struktury v interaktivni fazi vyuky ucitelka
prostor, ktery ma pred télem uzavreny ve fazi vykladu, nadale rozevira. I prava
ruka, ktera byla pred prvni otazkou jesté natoCena k télu ucitelky, nyni zcela
méni svou pozici a ukazuje do tfidy, jako by naznacovala osu mezi ucitelkou
a zaky. U ucitelky Johany se jedna klicovy signal toho, Ze komunikac¢ni
vymeéna mezi ni a Zaky je v plném proudu. V této pozici ma ucitelka ruku po
zbytek interaktivni faze vyuky. Zamifenim na konkrétniho zaka pritom miize
funkci vizualniho sdéleni rozsirit o referenci na predchazejici Zakovskou
odpovéd’ (ve smyslu: ,Vyjdéme z toho, co jiz fekla Markéta.“), pripadné muze
nékterému z zaki udélit slovo (,Jendo?“).
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Podivejme se jesté na situaci, kdy ucitelka interaktivni fazi navadi zpét do
faze vykladu. Vyjdeme ze stejného tematického useku, kdy ucitelka s Zaky
fesi tvoreni slov a hleda jiZ posledni z moZnych zpusobd.

Vizudlni akt ¢. 5: Navrat k vykladu

o <
= £
85 U: (Md zvednuty palec, ukazovdcek, prostrednicek
~ a prstenicek na znamenti toho, Ze md zaznit Ctvrty

ze zpusobii tvoreni slov.) A?
(ticho 3s.)
U: (Pohybuje se pohledem po jednotlivych Zdcich.)
Jarda: Zkracovani teda?

U: Nene, to uZz je v ramci tvotreni novych slov (stdle
drZi nataZenou ruku se zdviZzenymi Ctyrmi prsty)...

N

Ucitelka ceka na doplnéni posledniho ze zplisobli obohacovani slovni zasoby;,
nicméné trivterinové ticho, které se tridou roznese, je predznamenanim
toho, Ze si Zaci posledni ze zplisobli nepamatuji. Po proluce ticha se se svym
tipem ozve Zak Jarda, nicméné jeho odpovéd’ je Spatna, protoZe se vztahuje
k jinému ucivu. Ucitelka v tuto chvili ohne pravou ruku, kterou do té doby
vytvarela osu mezi sebou a Zaky, do pomyslného signalu: Stop! a nasledné ji
kratce mavne na znameni toho, Ze se nejedna o spravnou odpovéd. Leva ruka
se ve stejnou chvili otaci zpét k télu.

Vzhledem k tomu, Ze i na chybnou odpovéd’ jiZ ucitelka pomérné dlouho
cekala, dotekne spravnou odpovéd sama. Sdéluje, co je poslednim ze zpiisobi
tvoreni novych slov, a pritom pohybem navazujicim na predchazejici zamitavy
signal pravé ruky postupné opiSe oblouk tak, Ze ve vysledné pozici ma obé
ruce ve vysSi hrudniku a natocené smeérem k sobé. Plynulym pohybem tak
opét zacind vymezovat svilj komunikac¢ni prostor a soucasné prechazi z IRF
faze zpét k vykladu, jako ve vizudlnim aktu ¢. 1.

Vratme se nyni ksituaci, jiZ jsme empirickou cast této studie otevreli.
V momenté¢, kdy se ucitelka ptala na obsah bible, stala v monologické pozici,
u niz si jsou zaci védomi, Ze hovori pouze ucitelka. Pokud preci jenom v tuto
chvili chce néco slySet ze strany zakd, oslovi jménem konkrétniho Zaka, ktery
ma promluvit. Je ale zcela mimo zabéhlé komunikac¢ni zvyklosti, aby ucitelka
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z této pozice kladla otazku, navic nezacilenou na jednoho Zaka. Ackoli tedy
Zaci odpovéd znaji, doposud neobdrzeli vizualni sdéleni (ani verbalni, ani
neverbalni), které by naznacovalo, Ze maji mluvit, a proto v tichosti o¢ekavaji,
co se bude odehravat dal. Tato situace proto miZe byt vhodnym prikladem
toho, nakolik Zaci interpretuji vizualni sdéleni, z nichZ usuzuji, kdy jim ucitel
dava prostor pro otazky a kdy si hlida prostor pro sviij vyklad.

5.2 Tematické vizudlni akty

Ackoliv jak teoretické, tak empirické texty ukazuji, Ze gesta jsou rozsifena
napric kulturami, jen velmi malo doposud vime o tom, jak tematické vizualni
akty prispivaji k uc€eni zakli a studentl. Valenzenova (Valenzeno, Alibali,
& Klatzky, 2003) dokonce tvrdi, Ze doposud existuje pouze nékolik malo
vyzkumi o tom, jak gesta ucitele primo ovliviiuji uceni studentti. My se nize
pokusime ukazat, jakou maji tematické vizualni akty podobu, jak je ucitelé
vyuzivaji a jaké informace jimi zprostredkovavaji. Jsme si pritom védomi toho,
Ze je zcela nad naSe mozZnosti ukazat, jak tato gesta ovliviiuji u€eni zaku.

Vizudalni akt ¢. 6: Evaluace

U: Kdybychom s nim (kamaradem) resili jen
problémy, co by se stalo? (Divd se po tridé.)

Z: By ho to prestalo bavit.

U: Presné (pokyvd hlavou). My nemUlzeme na toho
naseho kamarada hrrnout nase problémy (rukama
ukazuje vinu od sebe k Zdkiim), Ze ne?

Utitelka Sarka v hodiné literatury vénované antice otevira diskusi o Aristote-
lové textu O prdtelstvi, ktery si méli Zaci za domaci ukol precist. Pravé se deba-
tuje o tom, co je to pratelstvi a kamaradstvi, a ucitelka v dialogu se zaky cizelu-
je charakteristiky pojmi. V tomto vizualnim aktu je vyrazna jak verbalni pro-
mluva, kdy ucitelka akcentuje a zdvoji hlasku ve slové hrrnout, tak také gesto
obou pazi, ve kterém ucitelka kresli pomyslnou vinu problémi valici se na
Zaky. Gesto je velmi pomalé stejné jako vysloveni daného slovesa, ruce vychazi
od ucitelského stolu, u néhoz ucitelka stoji, a oteviraji se jako stavidlo prehra-
dy smérem do tridy. U¢itelka Sarka ptitom ve vyucovani zpravidla nepouziva
takto vyraznou gestiku, coz naznacovanou vinu problémi jesté umocnuje.
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Vizualni akt zachycuje evaluaci ucitelky na odpovéd’ Zaka. Ucitelka diky své
vizualni komunikaci nejenom zddraznuje spravnost zakovské odpovédi, ale
ve své reCnické otazce, ktera jiz sama o sobé funguje jako nastroj zvysené
kontaktovosti se Zaky, zviditeliiuje popisovany proces hrnuti problémi
a soucasné timto vizualnim aktem ziskava pozornost zaka.

Vizualni akt ¢. 7: Reformulace otazky

U: A proc¢ ne? Kdo mi povi, pro¢ neni pratelstvi
vyCerpané téma? Proc¢ to téma je porad aktualni
od starovéku (kresli rukou do vzduchu kruhy)

az do jednadvacatého stoleti (gestikulaci
zndzorruje jesté vétsi kruhy) a tieba do dvacatého
tretiho stoleti?

V tomto vizudlnim aktu ucitelka klade Zakim otazku, proc¢ je pratelstvi
véfnym literarnim motivem, a po kratké odmlce ze strany Zakl otazku
reformuluje. Pridava k ni pritom vyrazné vizualni gesto, kdy ve vzduchu pred
sebou oddéluje pomyslné useky d€jin na ¢asové ose, trikrat pravou a posléze
jedenkrat levou rukou. Toto vizualni sdéleni neni jen dopliikem verbalniho
projevu (proc je téma aktudIni) - obé paZe se stavaji soucasti sdéleni, stavaji
se liniemi velmi dlouhé Casové osy, ktera visi ve vzduchu primo pred zraky
zaka.

Ucitelka gestem signalizuje cyklické opakovani tématu v celé dosavadnilidské
historii a v budoucnu. Délka tohoto trvani (resp. vé¢nosti pratelstvi jakoZto
tématu) je pritom demonstrovana prave jejim vizualnim sdélenim. U¢itelka se
natahujedokrajnipozice,kamjihranice pohybudovoli.Kruhovympohybemna
obou koncich osy svého pohybu pritom naznacuje, Ze trvani tématu pokracuje
v obou smérech, v minulosti i do budoucnosti, mnohem dal, neZ ona dosahne.
Vécnost je tak nejen vyslovena, ale i vizualizovana v tom smyslu, Ze saha
mnohem dal, nez kam dosahuje sama ucitelka. Nejedna se pritom o napovédu
ke spravné odpovédi na jeji otazku, jako spiSe o uvédoméni si vyznamu slova.
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Vizualni akt ¢. 8: Novy termin

U: Skylla byla kdysi krasna divka a ted’ to bylo néco
mezi drakem a psem (poutavé, tajemné, pritom

se divd po trideé), ktery mél Sest hlav.

Vojta: To bylo néco na ostrové, ne?

U: Bylo to v uziné (obéma rukama ukazuje uzinu)...,
kde byla nejdrive Skylla (ukazuje rukou), potom
Charybda (stejné gesto druhou rukou). Charybda byl
veliky vyr, a décka, jak to vyresil Odysseus?

V tomto vizualnim aktu ze samého zavéru hodiny vede ucitelka vyklad,
ktery misty zpestiuje dramatickym projevem. Pti popisu mista rekne Zakiim
pomérné malo znamy termin (uZina), ktery vzapéti dopliiuje gestem obéma
pazi, kdy ve vzdalenosti 30 centimetrii od sebe ruce kresli tuzkou klikatou
cestu. Pohyby rukou proti sobé pritom soubéZné naznacuje dynamiku pohybu
vody, kterd iZinou protéka.'® Posléze pti vysloveni jména Skylla sdhne shora
rozevienou rukou napravo od pravé vytvorené UZiny, pri vysloveni jména
Charybda tuto bajnou priSeru umisti stejnym gestem levé ruky vlevo od
Ziny. Pojem je tak vizualizovan skrze gesta i verbalni projev. Zaci nejenom
slysi obsah Casti dila, které by samo o sobé bylo spleti cizich jmen a méné
znamé slovni zasoby, ale celou scenérii Odysseovy plavby vidi pred sebou.
Toto dvoji znazornéni pribéhu také plné vyuzivaji, nebot s vyjimkou jednoho
zaka jsou vSechny oci v jinak méné pozorné tridé upreny na ucitelku.

Spojitost vidéni a védéni, ktera vyplyva jizZ z etymologie obou lexémt (obé
slova totiz pochazeji ze spole¢ného zakladu, kdy védét ptivodné oznacovalo
stav mysli, ktery je vysledkem vidéni) a v niZ ma proces vidéni historicky
nezpochybnitelnou pozici v procesu uvédomovani a védéni clovéka, ocividné
patii k intuitivné pouZivanym nastrojlim, jimiZ se ucitelé snaZi zpristupnit
Zaklim to, co by méli védét. Prostrednictvim tematickych sdéleni totiz ucitelé
mohou ucivo Zakiim predat paralelné dvéma cestami. Danymi ukdzkami
jsme chtéli naznaCit, Ze tematické vizualni akty se vyskytuji primarné
v rdmci vykladu ucitelii, kde se jejich prostirednictvim snazi o prohloubeni
porozuméni obsahu urcitého sdéleni. Z empirického materialu soucasné

10 Tematické vizualni akty se vyskytuji jen pri vykladu, objasiiovani a uptresnovani a jak ukazuje
i priklad s Uzinou, ¢asto maji izky vztah s prostorem (viz Alibali, Kita, & Young, 2000).
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vyplyva, Ze vyuzitim zviditelfiovani uciva ziskavaji pozornost Zaki, ktera je
zakladnim predpokladem tspésného procesu vyucovani a uceni.

6 Diskuse

Cilem predloZené mikroanalyzy bylo prozkoumat procesy, které sice patri
k podstaté ucitelské profese (viz Valenta, 2010), ale ve studiich vyukové
komunikace stoji spiSe na okraji zajmu. Na zakladé nasSich dat jsme poukazali
na to, Ze vizualni vyznamové akty ve vyuce mohou mit jak interaktivni, tak
tematickou povahu. Jak jiZ v osmdesatych letech upozornovala Cazdenova
(1988), ve sSkole, stejné jako v jinych institucich, koexistuje jazyk kurikula
a jazyk kontroly. Na predloZenych ukazkach jasné vidime, Ze vizualni sdé€leni
se mohou podilet jak na interaktivnich vizualnich aktech (jazyk kontroly),
tak mohou hrat vyznamnou roli v tematickych vizualnich aktech (jazyk
kurikula).

Za jedno z hlavnich zjisténi vyplyvajicich z nasi analyzy interaktivnich vizu-
alnich aktli ucitele povazujeme tezi o strukturaci vyukové komunikace. Pri
opakovaném a nékdy az nekone¢ném sledovani videonahravek vyuky jsme
byli prekvapeni, jak je moZné, Ze Zaci poznaji, jak se maji zachovat v dané
situaci, ackoli nedostavaji Zadné verbalni pokyny. Kdybychom na zazname-
nanych hodinach nebyli pritomni nebo se k jejich zdznamiim pozdéji nevra-
celi, transkriptim bychom na nékterych mistech nerozuméli. Pravé inter-
aktivni vizudlni akty totiZ ovliviiuji, zda je situace ze strany Zakli vnimana
jako monologicka, ¢i dialogicka. Ve tridach je pravé timto zplisobem mnoh-
dy udrZovana IRF struktura, i kdyZ ucitel nepolozi Zakiim otazku, a naopak,
kdyz ucitel polozi otazku, nenasleduje ze strany Zaki odpovéd. Mylil se tedy
Mehan (1979) a dalsi, kteri dosli k zavéru, Ze zakladni bezpriznakova ,soci-
alni struktura“ podminujici vyukovou komunikaci ve skolni tridé se skryva
v triadické verbalni vyméne?

Myslime si, Ze je nutné Mehana doplnit. Verbalni projev ucitele totiZ neni
jedinym na informace bohatym kandlem, ktery Zaci prijimaji - soubézné
s nim sleduji také vizudlni sdéleni ucitele, prostfednictvim néhoZ presné
interpretuji, ve které komunikacni fazi se pravé vyucovaci hodina nachazi.
IRF struktura tedy neni pouze urcitym mechanickym principem, ale je plna
individudlnich projevii daného ucitele. Jeji pritomnost je Zaky trvale ovétova-
na interpretovanim vizualnich sdéleni, ktera ucitel vysila. Timto tedy néco
k Mehanovi pridavame, dopliujeme jej i sebe, ale neménime.
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Druhé zjiSténi sméruje k povaze gest. Podle Wulfa (2010) miizeme identi-
fikovat individudlni a objektivizovanou slozku gestiky. Jak jsme si ukazali
na prikladu jedné z naSich ucitelek, uzavienost prostoru pro vyklad ucitele
piitom muzZe byt signalizovana naptiklad dlanémi rukou (vizualni akt ¢. 1),
otevirena dlan muiZe znamenat vyzvu vSem zakim k zapojeni se do dialogu
(vizudlni akt ¢. 3), coz se mliZe rychle zménit do adresného vyvolani urcité-
ho jedince, kdyZ se oteviena dlain méni v ukazovaci gesto (vizualni akt . 4).
Pozice ucitele pred jeho stolem miZe znamenat jak zac¢atek nového tématu,
tak také zacatek diktovani zapisu do seSitu. Pies individualni zptisob kon-
struovani vizualnich sdéleni vSak vizualni komunikace uciteli obsahuje tytéz
vzorce, které jsme ilustrovali na pripadu ucitelky Johany. Strukturace vyuko-
vé komunikace skrze interaktivni vizualni akty se pritom odehrava v cyklech
opakujicich se v prlibéhu celé vyucovaci hodiny.

Situace, kdy ucitelé a Zaci interpretuji interaktivni vizualni sdéleni ve shodé,
je pro ucitele velmi dobrym vysledkem. Vizualni fazovani vyuky je totiz
Uzce provazano se strukturou verbalni slozZky a do znacné miry rozhoduje
o tom, jak bude verbalni komunikace interpretovana. Pokud tedy Zaci na
vizualni sdéleni ucitele ustalené reaguji, znamena to, Ze jsou spolu s zaky
naladéni na stejny zplsob prace a Ze Zaci jsou schopni na sebemensi
signaly ucitele reagovat, coz je ve chvili, kdy ma ucitel ve tridé dvacet zakij,
nesmirné dualezité. V nasich datech jsme mohli pozorovat jeden ptipad, kdy
to tak naopak vilibec nefungovalo, protoZe ucitel nemél ustalené vizualné
demonstrované komunikacni ritualy. Interakci oteviral v rliznych vizualnich
aktech, jejichz sdéleni bylo stejné jako pro ostatni faze vyuky. Opakované se
pak stava, Ze zaci ,skoci do reci‘, nebot situaci interpretuji jako signal, Ze maji
hovotrit, a naopak, Ze na poloZenou otazku nikdo neodpovida, protoze se Zaci
domnivaji, Ze se jedna o fazi, v niZ mluvi ucitel. Vzhledem k tomu, Ze ve tridé
po strance ustanoveni komunikacni formy dochazi k neustalé disonanci, je ve
tridé komplikovany také proces uceni.

Prevaha ryze individualnich gest, ktera jsou vSak zaky citelna a reflektovana,
znamena pro nas jakozto badatele nutnost doslova mravenci prace, nicméné
je znakem profesni identity daného ucitele (Svaricek, 2011b). U¢itel Karel se
¢asto pohybuje po tf{dé a s oblibou lamentuje rukama. Eva, Sarka a Marcela
sazi na o¢ni kontakt a vyuzivaji prostoru (ve chvili, kdy ucitelky stoji za kated-
rou, Zaci védi, Ze vyuka je ve fazi vykladu, do niZ oni sami jako pravomocni
mluvci zkratka nevstupuji, nebo alespon vstupovat nemaji). U ucitele Jana je
interpreta¢nim voditkem vedle postoje téla a jeho umisténi v prostoru tridy
povaha o¢niho kontaktu s Zaky apod.
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Treti zjiSténi se tyka zplisobt, jakym jsou vizualni sdéleni zprostredkovdvdna
zaklm. Jak ukazuji vizualni akty z vyucovacich hodin, ucitelé vyuzivaji jak
télesného pohybu, tak gestikulace rukou k vyjadreni urcitého obsahu. Obé
ucitelky na podlaze tridy kresli svym pohybem imaginarni trojuhelnik, ktery
casto dale doprovazi gesty rukou. Tento didakticky trojiihelnik u obou naSich
popsanych ucitelek vypada nasledovné: Ucitel stoji zady k tabuli pred prvni
prostiedni lavici, svoji pravou rukou pomyslné privadi zaky k védéni, které je
symbolizovano levou rukou (ukazuje na tabuli, odpocitava priklady, ukazuje
abstraktni pojmy apod.). V tomto postoji je vSak ucitel stale otoCen tvari ke
tridé a vytvari tak svymi pazemi trojuhelnik spojujici ucivo, zaky a ucitele.
Obsah je pomyslnym darem, ktery ucitel Zakovi predava.

Ctvrty nalez se vztahuje k povaze tematickych aktdl. Tematické vizualni akty
uciteli napomahaji predevsim ve vykladu zakim, kde jejich prostiednictvim
miize zddraznovat jednotlivé informace, vizualizovat Ci zdGraznovat jejich
vyznam.!! V tomto smyslu hraji tematické akty vyznamnou roli pii koncep-
tualizaci sdéleni, které jedinec verbalizuje. Z toho vyplyva, Ze gesta hraji roli
nejenom pri sdélovani informace, ale také pri kognitivni konceptualizaci.'?
Dovolujeme si obrazné rici, Ze , gesta uvolnuji ruce“: ucitel ma diky materia-
lizaci objektu skrze gesto vice mentalni kapacity k verbalni konceptualizaci.
Nelze pritom rici, Ze by gesta odkazovala k néjakému implicitnimu poznani,
nebot ucitel skrze gesta dokaze vyjadrit urCitou myslenku, popsat ji verbalné
a nasledné s ni pracovat, jak vidime napriklad u vizualniho aktu ¢. 7. V tom
nachazime také zpétné zdlivodnéni zaméreni se vyzkumu na vizualni vyzna-
mové akty, které obsahuji dva paralelni kanaly informaci. Jak pripominaji
Garber a jeho kolegyné (1998), poznatky, které jsou predavany skrze ges-
ta, nejsou svazany rukama, nebot obsah téchto poznatkid miZe ucitel dale
komentovat verbalné.

Pfi interpretaci dat jsme také zjistili, Ze neni moZzné vyznam vizualniho
vyznamového aktu posuzovat pouze na zakladé jednoho jevu, napriklad
skrze pohyb ucitele. T€lo a gesta mohou totiZ byt v rozporu, jak je vidét ve
vizualnim aktu . 1, kdy ucitelka Johana stoji na okraji stupinku, télem dava
najevo blizkost Zaklim, ale gestem dlani uzavird zakiim prostor. Toto paté
zjiSténi doklada, Ze vyznam vizualniho aktu neni dan dopredu, neni dan pouze

1 Problematice Zakovskych gest a jejich vyznamu pro mysleni se vénujeme v jiném textu
(Salamounova, 2013).

120 hledani vyznamu skrytého ve vyrazu ucitele odhalujiciho jeho skryté subjektivni predstavy
viz Janik & Slavik (2009).
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povahou gest a ani vyznamem slov. Jedna se o celek plus kontext. Vyukova
komunikace je mnohem vice neZ jen slova, ¢imz bychom chtéli doplnit také
rejstrik nasich dosavadnich vyzkumnych zavér.

Podékovani

Autori dékuji ucitelim a Zaklm, kteri svolili k vyzkumu, a vSem koleglim,
ktefi nam pomahali se sbérem dat. Dale dékujeme Klare Sedové a dvéma
anonymnim recenzentlim za jejich komentare k predchozi verzi textu.
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Chapter 3: Teacher feedback in classroom

discourse

Klara Sedova and Roman Svaficek

Background

Chapter 3 continues the exploration of the teacher’s role in classroom communication,
focusing specifically on the critical element of feedback. While feedback in educational
settings has been extensively studied (Kulhavy & Stock, 1989; Alexander, 2006; Chin, 2006),
this analysis reveals that feedback in Czech classrooms often serves more to verify than to
expand student responses. As established in Chapter 1, there is a scarcity of open-ended
questions with high cognitive demand; this may explain why teachers often rely on unspoken
evaluations. In such cases, the correctness of a student’s answer is not explicitly discussed but
rather implied by the teacher’s decision to move on to the next question.

This mechanism, in which explicit feedback typically relates more to student work
activity and pace rather than to the substance of their responses, points to a systemic issue in
which the criterion of participation becomes the main metric for evaluation. This often leads
to an overestimation of student abilities, creating a classroom environment in which
responsibility for academic performance is subtly shifted onto the students themselves. It
reinforces a managerial structure that prioritizes activity and classroom rhythm over
meaningful cognitive engagement.

Explanations for this approach to feedback are explored:

e Challenges in evaluating open-ended responses: The limited use of cognitively
demanding open-ended questions suggests that teachers may find it challenging to
evaluate such responses due to their unpredictability (Lyster & Ranta, 1997). This
difficulty may lead teachers to avoid or underutilize open-ended questions and to
provide minimal commentary when they do use them.

e Concerns about classroom atmosphere: Teachers may be deterred from providing
explicit critiques due to concerns about maintaining a positive classroom atmosphere.
However, evidence suggests that well-placed criticism can enhance student motivation

and teacher-student relationships (Meyer, 1982).
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The chapter also reflects on the broader socio-political context of Czech education, in which a
clash between traditional and liberal-progressive ideologies creates uncertainty among
teachers regarding which methods to adopt. While there is a visible shift toward liberal-
progressive education—emphasizing positive reinforcement and flexible evaluation—
traditional methods characterized by the Initiation-Response-Feedback structure and formal
assessment criteria remain prevalent. This tension indicates that teachers are navigating a
complex landscape, caught between the desire to innovate and the challenge of selecting
effective strategies from a broad and sometimes contradictory repertoire of methods.

The absence of questions with high cognitive demand correlates with the lack of
explanations for new concepts and terms. Since teachers rarely explain new concepts, they are
unable to ask questions about them. This is a significant oversight, as concepts and terms are
central to symbolic understanding (Sternberg, 2002). The creation of concepts is reliant on
memory and also requires the engagement of higher cognitive processes (Vygotsky, 1978).
The theoretical foundation advocating for dialogically oriented methods stands in stark
contrast to actual classroom practices.

However, as demonstrated in this chapter, providing teachers with the necessary
support to implement new instructional approaches could substantially improve the quality of
education. These findings underscore the need for a shift toward understanding how teachers
learn. The second part of this thesis focuses on exploring teacher professional development as
a critical factor in bridging the gap between theory and practice. By delving into how teachers
acquire and refine their skills, we can better understand how to equip them with the tools

needed to foster more cognitively challenging and conceptually rich classroom environments.
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Abstract This paper introduces an empirical study that examines how teachers evaluate
pupils’ responses. The study draws on research undertaken at four secondary schools in
the Czech Republic. It transpires that feedback has a stable position in the structure of
communication; however, it is used only to verify pupils’ responses and not to elaborate
them. An important feature of feedback is its implicitness and near-zero content value
resulting from the teachers’ preferences to avoid explicit evaluative comments. This type
of feedback is not in accordance with the concepts of dialogical education that currently
dominate the field of the theory of educational communication.
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1 Introduction

This study examines the role of feedback and evaluation in educational communica-
tion between teacher and pupil at secondary schools in the Czech Republic. We
understand feedback as a piece of information given by the teacher to a pupil that
informs the pupil about the process of their learning (Hattie and Timperley 2007). It is
supposed that feedback, which follows immediately after a pupil’s performance (e.g.,
a pupil’s response to a teacher’s question), helps the pupil to regulate their learning
process, which leads to the pupil’s improved performance in the future.

Feedback is firmly embedded in the structure of educational communication and it
could even be said that its existence distinguishes communication between teachers
and pupils from ordinary interpersonal communication. In ordinary communication,
asking someone what the time is followed by thanking that person for the
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information. However, if a pupil is asked the same question and attempts to answer it,
they are either praised or corrected by the teacher (Mehan 1979)

Communication in the classroom is organised into sequences that comprise three
parts (Sinclair and Coulthard 1975; Mehan 1979). The first is initiation, in which the
teacher initiates communication by asking a pupil a question. Response, the second
part, is the pupil’s reply to the question, which is followed by feedback, the third part,
which is alternatively known as follow up or evaluation. This structure is typically
known as the I-R-F structure (initiation — response — feedback) or the I-R-E structure
(initiation — response — evaluation) and is considered to be a typical pattern of
classroom communication (Cazden 1988). Hence, feedback has a stable position in
classroom communication and is ever present in teacher — pupil communication.

Feedback always contains elements of evaluation, which can be defined as “com-
munication and an interpretative process which provides diagnostic information
about comparable aspects of learning performances with the dual aim of improving
both the quality of learning and effectiveness of teaching” (Slavik 1999, 587). The
aim of this study is not to concentrate on final, summative evaluations of pupils’
performances; hence, we shall not discuss the phenomenon of marks or marking. We
are more interested in the micro level of evaluative processes (e.g. in various types of
evaluative messages) that the pupils receive during educational communication in the
classroom.

Hattie and Timperley (2007) distinguish four types of feedback. The first type,
feedback about a task or a product, diagnoses whether a pupil’s performance is consid-
ered to be correct or not. The second type of feedback focuses on processes that lead to
the successful fulfilling of a task. This type of feedback informs the pupil of possible
ways of modifying pupil actions in relation to an expected result. The third type of
feedback is focused on the self-regulation level and induces self-evaluation among
pupils and encourages them to fulfill tasks. The last type of feedback is personal and
comments on the personalities of pupils. Based on their meta-analysis of a number of
research studies, Hattie and Timperley (2007) claim that the feedback types can differ
in terms of their effectiveness. They highlight the role of feedback focused on
processes and suggest that it promotes deep learning. In contrast, they object to
personal feedback, as it seems to have little influence on actual pupil performance.

Apart from what can become the object of feedback (see above), one should also
pay attention to the mechanism of the provided type of feedback. Kulhavy and Stock
(1989) offer a useful, if at times rather general, classification of feedback, in which
they distinguish between verification and elaboration feedback. While verification
feedback only informs a pupil about whether a performance is correct or not,
elaboration feedback contains new information which leads to a correct answer. Chin
(2006) offers a more sophisticated typology which, however, is based on the same
basic dichotomy. According to Chin, there are four types of feedback, whose usage is
dependent on the correctness of the pupil’s reply. If the reply is correct, the teacher
can either affirm its correctness and continue with direct instruction or affirm it and
ask another question that builds on the previous one, so as to extend the line of
conceptual thought. An incorrect answer can be either explicitly corrected (which
means that a teacher states the correct answer) or followed by a new one or by a
rephrased question which leads the pupil to the correct answer. Chin (2006) suggests
that feedback types that encourage pupils to formulate new responses—and thus
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prolong the communication sequence—are of greater value than those in which
teacher merely reclaims the initiative.

2 Theoretical background: Feedback in the context of dialogical education

Discussions on the most desirable feedback type in classrooms stem from the debate
about dialogical education. According to Alexander (2006), dialogical education
stimulates pupils’ activity through communication and work with language; it
encourages their thinking and deepens their understanding. Nystrand et al. (1997)
points out that classical communication (based on the I-R-F structure) leads to a
situation where the recalling of factual information and guessing of the correct answer
substitutes thinking. Dialogical education is hence a certain type of communication
between the teacher and the pupils that is marked by the presence of higher cognitive
processes. Another important feature of dialogical education is that pupils are en-
gaged and since they are given a certain amount of autonomy they can influence the
course of actions in the classroom.

The proponents of dialogical education draw on several theoretical sources. The
first among these is the work of Bachtin (1980), who sees communication as an
exchange of various voices, i.e. perspectives of different speakers. The presence of
different perspectives and various opinions opens the so-called dialogical space. This
opening is considered to be key for the development of thinking, creativity, and the
ability to learn, as the awareness of differences leads to a better understanding of the
issues at hand.

Bruner’s and Vygotsky’s theories are without doubt other significant sources from
which to draw ideas about dialogical education. Vygotsky (1978) posits that each
psychological function appears twice in the development of a child; first on the social
level (on the level of the child’s interaction with other people) and only later on an
individual level (on the level of internalised psychological processes). Vygotsky
claims that there is a very close relationship between speaking and thinking and that
what a child is capable of talking about becomes internalised and thus a part of the
child’s thinking. Vygotsky coined the term the zone of proximal development, which
is understood to be the difference between the current performance of a child and the
potential performance which the child is capable of reaching with the teacher’s help.
Learning is considered to be beneficial if it is slightly ahead of the child’s current
capabilities. Hence, the subjects of teacher—pupil communication should only be such
tasks that the pupil would not yet manage to do; the support which they receive from
the teacher is subsequently internalised. What comes from outside (be it from a
competent teacher, a parent or a more experienced fellow pupil) is internalised into
the cognitive structures of the child’s mind.

Bruner (Ninio and Bruner 1978) developed Vygotsky’s thesis into the scaffolding
concept. Effective learning has to take place between a pupil and a competent teacher
(parent, supervisor, more experienced fellow-student). The scaffolding concept
describes a type of interaction between the participants in which a problem or task
is solved with the help of the teacher that would otherwise be beyond the capabilities
of the pupil. The teacher controls those parts of the task which the pupil cannot
handle and this help enables the pupil to successfully solve the task. However, the
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aim here is the development of competences which allow the pupil to solve the task
and not the solving of the task itself. The scaffolding is only temporary; the more the
pupil’s competences grow, the less help is offered by the teacher until the pupil is
fully autonomous, capable of generalising and of transferring his newly acquired
competences to other similar tasks.

The application into the realm of educational communication obvious: the teacher—
pupil dialogue is understood as a possible form of scaffolding, as speech is a key
source for the cognitive development of children. Education is taken to be a process
into which the teacher and pupils introduce certain ideas, which they then reflect on
and process. Mercer (2000) uses the term ‘intermental development zone,” by which
he designates the zone between the teacher and pupil in which the teacher represents
the level of thought that the pupil is supposed gradually to reach. These and related
thoughts lead to a picture of ideal school education, in which educational dialogue is
used as scaffolding. Alexander (2001) calls this type of education dialogic teaching;
Wells (1999) uses the term dialogic inquiry, Skidmore (2006) dialogic pedagogy.

Which criteria indicate the presence of dialogical teaching in the classroom?
Researchers who work empirically in this field have chosen several indicators that
signalise the presence of dialogical teaching (Nystrand et al. 1997; Applebee et al.
2003; Myhill and Warren 2005). The most important of these are the type of feedback
along with the type of teacher questions which should encourage higher cognitive
processes and are supposed to be open questions. Smith and Higgins (2006) even
suggest that it is feedback that influences the quality of classroom dialogue. The
analysis of feedback allows one to discern the type of teacher questions. A teacher
might ask a question which appears to be open and yet they might reject unexpected
pupil answers and insist on just one correct answer. On the other hand, a question
which is originally closed can be opened through feedback if the teacher accepts a
broader scope of answers. Feedback in dialogical education should be of a higher
order. This means that a pupil’s response is not only commented on in terms of its
correctness; dialogical feedback also elaborates on the pupil’s response; it comments
on it in greater detail and fills in the missing pieces. A very important feature of
feedback in dialogical education is uptake (Applebee et al. 2003): a teacher provides
feedback in which the pupil’s response is elaborated and this elaboration serves as the
basis for a follow-up question. In other words, uptake prolongs a communication
sequence through feedback (Chin 2006).

Once feedback works in this way, the [-R-F structure is breached (Mortimer and
Scott 2003) and substituted with a new communication pattern in which evaluation is
replaced with prompting in order to produce new answers. They describe the new pattern
as [-R-P-R-P-R, where P stands for prompt. The nature of feedback changes in this type
of structure and the emphasis on evaluation disappears and is replaced with an emphasis
on development. According to Shute (2008), this type of feedback can work as
scaffolding as it entails modelling, cues, hints, along with the partial solving of tasks.

3 The purpose of the study

Judging from already conducted research, this type of feedback is rather rare in
educational practice. Lyster and Ranta (1997) have through observation identified
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re-cast to be the most frequent type of feedback in the classroom, in which the teacher
repeats the pupil’s response and omits the pupil’s mistake. In the vast majority of
cases, this type of feedback is not followed by any response from the pupils. If the
pupils react at all, they merely repeat the correct answer presented by the teacher. The
efficiency of this approach is dubious as it is not clear whether the pupils understand
the cause of the mistake or if they just mechanically repeat after the teacher.

Much in the same way, Myhill and Warren (2005) analysed video-studies and
stated that what teachers offer to pupils is not scaffolding but a straightjacket.
They ignore problematic answers to their own questions and prompt pupils to
give them the correct answer without explaining the reasons for the pupils’
misunderstanding.

There is virtually no research of this sort in the Czech Republic, except for older
studies by J. Vanek from the 1980s (in Mare$ and Kiivohlavy 1995), which show that
Czech teachers used a limited number of feedback techniques, among which the most
frequent was a simple positive response followed by a transition to a new topic.
Vangk also emphasized that each response was not followed by feedback. These
results show that teachers in the 1980s did not spend much time working with
feedback techniques in any systematic way.

The goal of this study is hence to examine how contemporary Czech teachers
handle the goal of providing feedback to contemporary Czech pupils. The aim of this
paper is to describe feedback mechanisms that teachers use in their ordinary classes at
secondary school.

The communist party was solely in charge of education in the Czech Republic
between the years 1948—1989. All education was centrally planned with an emphasis
on vocational training, memorising, and direct learning. Schools began to transform
after the Velvet Revolution of 1989 and they gained legal identity in the same year.
There were many attempts in the 1990s to transform schools from the bottom up,
which led to the individual development of some schools. Since these were either
individual projects or related to only a few schools, we cannot say that such attempts
were successful. In 2000, top down curricular reform was initiated with an emphasis
on the autonomy of individual schools, key competences, and pupils’ output. There is
no high stakes testing system in the Czech Republic, either at the level of primary or
secondary schools. Critics of the reform remark that key competences are imple-
mented in education although teachers are unfamiliar with the concept. The newly
emerging neo-liberal or liberal-progressive discourse is so powerful (Ball in Pol and
Svati¢ek 2011) that one cannot imagine that any school would dare oppose the trend
and stress the importance of subject matter, the didactic testing of knowledge, and
pupil discipline (Holmes 2005).

We ask the following questions: what is the position of feedback in the structure of
a lesson? What information does the teacher give to a student when commenting on
their performance? How does commenting on good and bad performance differ? How
do teachers correct a pupil’s incorrect answer? To what degree does actual teaching at
secondary school rely on the concept of dialogical scaffolding?

However, the aim of this study is not solely to document various types of feedback
and note how many times they occur in the classroom. Rather, we are interested in a
detailed understanding and description of feedback processes. This intention led us to
base our analysis primarily on qualitative methodology.

79 Habilitation theses & Springer



Educ Asse Eval Acc

4 Methods

The data with which we work in this study were gathered during the realisation of the
project entitled “Communication in the Classroom”, which was undertaken at the
Department of Educational Sciences at the Faculty of Arts of Masaryk University in
Bmo.' It was field research of an ethnographic character, where the data was gathered
by means of participant observation (Spradley 1980) and the video recording of
classes, as well as in-depth interviews with teachers and questionnaires completed by
pupils. As far as the research is concerned, four secondary schools (lower secondary
education, ISCED 2) took part in the project, and in each school four teachers agreed to
participate in the project. The four teachers at each secondary school taught Czech
language, History, or Civics. In total, we were able to observe 16 teachers who taught
16 different classes. We interviewed each of the teachers so as to discover their
approaches to communicating with pupils and their perceptions of pupils in given classes
(first interview, 60 min). We then observed their classes, and we concluded the observa-
tion process with the video recording of two classes. We always recorded everything that
took place in the class, and so the recordings start with the teacher’s arrival in the
classroom and end with the teacher’s departure. We then transcribed the recordings (i.c.
32 classes in total) and analysed them further while drawing on descriptive statistics,
qualitative analysis and also on ATLAS.ti (version 5.6). Shortly after we finished the
video recording, we distributed a questionnaire to the pupils which investigated how they
perceived communication in the lesson which had just finished. Towards the end of the
project, we interviewed the teachers (each interview was specifically crafted so as to
reflect the teaching style of each teacher) in order to acquire the most information possible
on specific events that we observed in the teacher’s classes (second interview, 60—
90 min). The gathering of data took place between September 2009 and February 2010.

In this study we worked with data gathered through video recording. This method
of data collection allows researchers to obtain highly complex information about
classes and preserve it for further analysis. This is quite different from the situation in
which a researcher directly observes a class, as their attention is quite selective, a fact
which is also mirrored in the fragmentary notes on their entry sheets. However, video
recording also has its limitations, of which two are the most significant.

First, a situation in which there are other people present and who, moreover, record
the class® is not natural. It is speculated that both the observed teachers and pupils
change their behaviour. In order to minimize this effect, the researchers attended the
classes before the video recording took place: they sat at the back of the class and took
notes. Hence, the level of acquaintance of the researcher with the teacher and pupils was
already high when it came to the actual video recording. This alleviated the teacher’s
fears of being recorded, which were high at the beginning of the project.®> At the same

! The research is funded by the Czech Science Foundation (GACR, GA406/09/0752).

2 Each class was recorded on two video cameras. One was positioned at the front and recorded the teacher
as well as all their movements in the classroom. The second camera was at the back, which helped us to
reconstruct pupil’s behaviour.

? The teachers were repeatedly reassured that the recordings were intended for research purposes only, that
they would only be passed on as transcriptions where the teachers’ names would be changed. Also, we had
to guarantee that recordings would be handed over solely to them and not to anybody else (e.g. to the
directors of the schools).

£) Springer Habilitation theses R. Svafigek



Educ Asse Eval Acc

time, this gave us the chance to compare classes with and without video recording;
however, we did not notice any marked differences.* It could be said that the mere
presence of an observer changes the behaviour of those who are observed. This could
be agreed on, yet we believe that a teacher, as well as the pupils, cannot significantly
change their behaviour over such a long period of time. Even though teachers are
capable of behaving more kindly towards pupils than usual, they are not capable of
changing their ways of asking questions or of evaluating their pupils. By the same
token, we expect that pupils are capable of decreasing their disruptive behaviour;
however, they are not capable of changing the ways in which they ask spontaneous
educational questions of the teacher nor the promptness of their responses to the
teacher’s questions.

The second limitation is the quality of the sound recording, for not all responses
are clearly audible. Also, the comprehensibility of the recording was not improved by
the number of communicative actions taking place in the class at the same time. For
example, a teacher’s question might be answered by two pupils at the same time, yet
the teacher subsequently pays attention only to one of the answers. We made an effort
to write down the communicative dialogue between the teacher and pupils. We even
wrote down the pupils’ answers that were not considered by the teacher. However, the
transcription does not include pupils’ general conversation, as it was not possible to
record this using the technology at our disposal. It would also have made the
transcription very complicated.

We take the transcripts of the video recordings that we made as an approximate
reconstruction of actions which took place in the class. We are aware of their short-
comings, yet we believe that video recording was the method that allowed us to
obtain the most complex data about the prime focus of our research.

5 Results
5.1 Unspoken evaluation as the key feedback type

In this part of the paper we shall have a look at the various types of feedback present
in our data. It can be stated at the outset that the vast number of feedback utterances
are identical with a mere verification of a task (see above). This means that what the
teacher offers is a mere confirmation or rejection of a pupil response. However, as
extract 1 shows, feedback is often implicit.

Extract 1:

T>: So, then we, then we learned, eeech, what a one-meaning word is, and what
a multiple-meaning word is. So, what is a one-meaning word, Kristina?

P: Ehhhh.

T: How many meanings does it have? (she draws circles with her hands)

P: Ehhhh, just one?

4 With the exception of dressing up.

5T stands for teacher, P for pupil, PP for pupils. Jtalics highlights those passages that we want to
emphasize. Time data (e.g. 1s) refer to delays in communication. Bracketed text (slowly) indicates that
the teacher raised his/her voice, slowed down the pace of speech, or used non-verbal communication.
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T: Oh, come on. Give me a whole sentence.

P: A one-meaning word has one meaning.

T: One-meaning. And what about multiple-meaning words, Martina?

P: They have got more meanings.

T: They have got more meanings. Do we have more multiple-meaning words or
one-meaning words?

PP: One-meaning words.

PP: Multiple-meaning words. (Neither of the answers predominates).

T: Multiple-meaning words, well done. What have we included among
multiple-meaning words?

P: Crowns.

T: But I want to know the term, I want to know the term. What is the term for
that?

P: Metaphors.

T: A metaphor, that is perfect. What is a metaphor? (0,5s) What is a metaphor?
(1s) It is the carrying over of meaning based on what?

PP: Resemblance.

T: Resemblance. So, Michala suggested crowns. OK, so give me two sentences
as examples of that, all right?

P: Birds nested in a tree crown, and a king had a crown on his head.

T: Yes, perfect, so this is based on resemblance. All right, there is another type
of multiple-meaning word which we have included in a group called . . . what is
the group’s name? (she swirls hands around)

P: Metonymy.

T: Metonymy, very well. And that is the carrying over of meaning based on
what?

Altogether: Contiguity.

T: And what did we say was an example of that, Monika?

P: A dog put out his tongue and the Czech tongue.

T: Yes, and the Czech tongue, well, so that is mainly about, well, the Czech
tongue is a language, actually, it is, it is a language where we learn everything
from grammar to spelling, yes. (she moves with her forearm from ear to waist
and back; the teacher thus sets the rhythm of her speech).

It is clear from the extract that the teacher never utters an evaluative statement and
that the pupils can recognise the result from the teacher’s closing of the sequence and
moving on to a new question or from a repetition, reformulation or elaboration of the
same question. If a sequence is closed, the pupils take it as positive feedback (4
metaphor, that is perfect. What is a metaphor?). By contrast, prolongation of the
sequence is understood as negative feedback (But I want to know the term, I want to
know the term. What is the term for that?). Even though ‘perfect’ is used several
times in the extract, it is never positively accentuated. It is used in the same way as
‘yes’ or teacher echo (where the teacher repeats a part of the pupil’s response) and
implies that the pupil can go further in their response; it does not evaluate the pupil’s
performance. In this respect, feedback loses a certain degree of its function. We can
add that the vast majority of feedback responses (81 %) that we observed were
positive. Teachers tend to ask questions that are easy for pupils to answer and that
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spark positive feedback. The situation with negative feedback hints at a certain
problem that accompanies the teacher’s irritated behaviour. Correct answers are not
always praised; rather, they are considered to be expected and normal. This could be
explained by the likelihood that teachers consider the answers to be easy. An incorrect
answer is perceived as a deviation and is only rarely interpreted and made use of by
the teacher.

The above described type of feedback is the most common reaction among
teachers to pupil responses. Hereafter, we shall call it unspoken evaluation, because
feedback is indeed present in this structure, yet pupils receive no explicit or evalu-
ative messages.

5.2 Elaboration of responses, interpretation of mistakes

We will now analyse the unspoken evaluation present in our data in terms of numbers.
If a pupil’s reply is correct, it is in 77 % of cases followed by unspoken evaluation.
These are simple variations of mere approval, teacher echo or praise uttered in a
neutral tone of voice. The opposite of unspoken evaluation is elaboration of correct
answers (see Chin above). The teacher can either fill in the gaps in the pupil’s
response, or they can accept it and ask further questions with the intention of eliciting
the missing piece of information from the other pupils. ©

Extract 2:

T: How did defenestration end up? We talked about it already.

P Michal: Not well.

T: What do you mean by not well? (points at the pupil)

P Michal: They did not end up dead. They fell on soft ground.

T: Yes, they fell out from the window, but they survived the fall, stood up and
ran away. So this defenestration ended up differently from the Hussite one. All
three survived and saved themselves.

Extract 2 fully reveals a situation where the teacher asks follow up questions with
the intention of broadening the pupil’s answer and yet the response is accepted and
there are no signs of its incorrectness (What do you mean by not well?) This excerpt
documents how the teacher fills in missing pieces of information: the pupil’s response
is taken further as the teacher elaborates on the fall which was first mentioned by
pupil Michal.

What happens after an incorrect answer is given? Unspoken evaluation is even
more dominant in such a case. There are very few instances in our data of a mistake
being interpreted by a teacher and left to the pupil to correct. Usually, the teacher
suggests that the response is incorrect and the pupils quickly offer a new one.
Alternatively, the teacher states the correct answer themselves. A certain deviation
from these run-of-the-mill procedures is a situation where the teacher provides the
pupils with hints which allow them to find out the right answer by other means than
guessing or recalling from memory. Extract 3 shows teacher Jan’s discussion of the

® It is important to note that we are not talking about a situation where the teacher approves the response
and asks a new question. What we have in mind are only those types of questions which stem from the pupil
response just given.
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results of a written assignment where the aim was to describe the solar system. He
now comments on a sentence written by one of the pupils “The Earth spins around its
axis.”

Extract 3:

T: But imagine that you’ve got the planet here and the axis is over here (drawing
the planet on the board and the axis next to it). Do you think that the planet is
turning like that? (mimes the planet s rotation around the external axis)

P: No.

T: So around which axis?

P: Its own.

T: So it’s got to be turning around its own axis, right?

There are even fewer examples of negative feedback (elaborated on in this way)
than of positive feedback in our data. These amount to 6 % of all teacher reactions to
an incorrect answer.

5.3 Coaxing pupils to the right answer

We shall now discuss in detail the question of what happens when there is no
interpretation of a mistake. Extract 4 is taken from a Civics class which focused on
culture. The teacher gave its pupils an assignment to list as many examples of
institutions that can be related to culture. She was standing in front of the board,
calling on individual pupils and writing their answers on the board.

Extract 4:

T: So, that was artists, we will leave actors here below that. Anything else come
to mind?

P: An exhibition.

T. An exhibition. We don’t have it here? (writes “an exhibition’
blackboard)

P: Sportsmen.

T: I’ll add them to artists. (writes a plus sign next to “artists “and adds the word
“sportsmen”). Anything else?

P: MTV.

T: MTV, well. . . That is enough. There is something missing here.

P: School.

T: There is something missing here. School, well. (shrugs).

P: Gym.

PP: (pupils are murmuring, the teacher laughs).

T: Well.

>

on the

The teacher utters the exclamation “There is something missing” several times and
suggests that the answers aren’t correct. In much the same way, teachers often use the
phrase “you are getting close.” However, they don’t provide pupils with helpful,
leading, and explanatory information that would lead pupils to correct and clarify
their answers. The pupils have no other alternative than to keep guessing.

Even if teachers provide leading information, it is often of a very simplistic nature.
Teachers themselves start answering questions instead of pupils or they allow pupils
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to answer only parts of the question, while prompting them with the first letters of the
right answer.

Extract 5:

A history class teacher asks what the last words of Jan Kozina, a legendary
Czech revolutionary, were, spoken right before his execution.

: So what did he say when they were hanging him?

Lo. .

: Well? (She fixes her gaze on the pupil) Lomikar...

: Lomikar, within a year and a day . . .

- we will (2s) meet on the other?

: On the other side.

: On the other side, yes.

i N

Extract 6:

A Civics teacher is explaining various meanings of the word “respect.”
T: Why do you respect your parents?

P: Because they brought me up.

T: Brought you up. Why do you keep on respecting them? (4s)

P: Because I’'m afraid of them.

T: No, we have just talked about that, we will not take that into account, that is
the wrong side of respect. But, ehhh, why respect, why do I feel . . .

P: Because I honour them?

T: Because I honour and li . . (1s)

PP: like them.

T: like them. Yes, that is it. And now to solidarity. What is solidarity?

In both of these exchanges the teacher uses a different type of question. In the first
example, the use of mechanical prompting is understandable as a closed question is
asked. After all, the teacher wants the pupil to recollect a sentence from memory.
However, in the second example, an open question is asked yet the teacher provides
feedback in such a way as if the question wasn’t open. The objective there is to limit
the pupil’s responses to a frame which is defined by the teacher. There would be
nothing wrong with this, yet it is apparent that agreement is not reached by the pupil’s
learning or grasping something new but rather by the teacher’s mechanical prompt-
ing, which works as a cognitive shortcut.

5.4 In the trap of relativism

The primary purpose of feedback is to provide pupils with accurate information on
their performances, on the basis of which the pupils can regulate their learning
processes. We have already pointed out that the mechanism of unspoken evaluation
leaves the pupils with no evaluative information. This can be seen in the following
exchange:

Extract 7:
Tereza has just asked pupils in a Literature class where a ballad can be
performed?
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: In a dark alley.

: In a dark alley.

: With a baseball bat in hand.

: In a morgue.

: In a morgue — well, why not. (3s)

: In a laundry.

: In some loft.

: OK, that could happen. (4s) all right, anything else? (3s)
: Or in a gay bar, miss teacher.

: Of course. (ironically)

PP: (laughing a lof).

T: all right, open your books on page 92.

=TT =TT T

As is apparent in the example, the pupils are given no feedback but, in this case,
are able to proceed without it. The whole sequence reaches its peak with a creative
performance by one pupil (“Or in a gay bar”), which amuses the class but is not
evaluated by the teacher. The activity wasn’t evaluated, the pupils don’t get feedback
on their achievement, and the teacher finishes the activity by moving on to another
task.

At this point, the mechanism of unspoken evaluation appears to be non-functional.
It works reasonably well when a teacher asks closed questions that should lead pupils
to answer questions with factual statements or apply well known rules. Teachers then
divide the answers into right or wrong; there is no need for further explanation as
everything can be looked up in the course book or in the pupils’ notes. Nevertheless,
as soon as the teacher assigns a creative task, the whole I-R-F machine stops working.
Pupils’ answers cannot be predicted and teachers are not capable of making ad-hoc
interpretations or evaluations. It is interesting to realise that the teachers’ asking of
questions of low cognitive demandingness works symbiotically with the prevalence
of unspoken evaluation. It could even be said that teachers ask easy questions because
they don’t know how to handle pupils’ divergent answers to more complex and, more
importantly, to more open questions.

We have already pointed out that negative feedback is scarcely present in the data
we collected, which is rather surprising. This is for two reasons: (1) questions are
formulated in such a way that pupils can answer them easily; (2) teachers tend not to
use negative feedback even if a pupil answers a question incorrectly.

Nevertheless, what do teachers do when a pupil answers a question incor-
rectly? They often give up the role of arbiter and delegate this role to pupils.
The main motto here is that every opinion is correct. The following exchange
shows the non-existence of feedback from the teacher. It is a Civics class where
the pupils present advertisements which they prepared when they were dealing
with mass media.

Extract 8:

Two girls have just finished demonstrating a scene which was supposed to
represent a TV ad. In the scene, ashtrays were stolen. It wasn 't entirely clear
what the ad was supposed to promote..

T: all right. (3s) So, let’s get back to the last ad. How would you evaluate it?
P: Interesting.
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P: Good.

T: What do you think would be the most appropriate title for the ad? The girls
said that it is an ad for ashtrays, but it looked more to me as . . .

PP: (talking at the same time)

P: a rip-off!

P: Why would anybody steal ashtrays?

T: It looked more to me like we are supposed to guard our possessions or we
lose them. But fine, it was rather imaginative, not copied from the TV. It was
better than the ad with the dog, girls. Let’s have the next one.

In this example, the teacher leaves it to the pupils to evaluate their fellow pupils’
activity. Then she encourages the pupils to modify their evaluative statements. It is
only in her third interjection that the teacher evaluates the pupils, yet she undermines
the evaluation by saying “But fine.”

The teacher thus avoids evaluating the pupils’ answers: she is getting around
evaluation. We have already suggested that teachers give up evaluation when they
are supposed to assess pupils’ creative answers. However, we will demonstrate in the
next example that teachers avoid negative evaluation even when factual questions are
concerned.

Extract 9:

Jan is just about to set an assignment for pupils to describe the solar system.
They are going through some basic facts about the solar system:

T: all right, so who will tell us the order of the planets? Matej, will you tell us
the order of the planets?

P Matej: Mercury, Venus, Earth, Mars, Jupiter, Saturn . . .

T: And do so without Katerina’s help. (Katerina has been prompting the
answers to Matej)

P Matej: Uranus, Neptune, Pluto.

P (from classroom): Pluto doesn’t belong there.

: Pluto doesn’t belong there. (nods his head).

: It doesn’t belong there. It doesn’t belong there.

: But it is there.

: Come again?

: But it is still there.

: But it doesn’t belong there.

: all right, so . . . (scrubs his neck).

=T Y47 YA

The teacher first gives his evaluation (“Pluto doesn 't belong there”), but he then
withdraws from the discussion and fails to elucidate the discussed topic. The order of
planets is clearly a factual matter, yet the teacher doesn’t provide the pupils with a
satisfactory answer, and the pupils become confused. The teacher doesn’t elucidate
whether Pluto is or is not a planet. Instead, he leaves it to the pupils to do the talking
as if he is not participating in the discussion at all (“Come again?”’) and as if it doesn't
matter whether Pluto is or is not a planet.

This could stem from the teachers’ uncertainty about the discussed topic or from
their efforts to create a good atmosphere in the classroom where, in fact, each pupil’s
contribution counts.
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5.5 What exactly do teachers evaluate? Pace and form

Up until now, we have been suggesting that teachers avoid making evaluative com-
ments. Nonetheless, we recorded situations that introduced explicit information and
arguments. We will now inspect them in more detail. We suppose that this will help us
understand unspoken evaluation better, as the sources of feedback related to both
phenomena are identical.

Quite a large number of statements are related to the pace of pupils’ work and deal
with the question of whether they work at all. The word “work™ is as frequently used
by teachers as the verb “do”. This is demonstrated by the following exchange from a
Czech language class.

Extract 10:

A teacher called Jitka gave pupils a group assignment. The pupils were
supposed to find Czech equivalents for foreign words. The exercise was subse-
quently checked with the whole class through the mechanism of unspoken
evaluation. Only then did Jitka evaluate the whole activity.

T: Well, it seems that you were almost working during that activity, most of you,
not this group, really, because they don’t have course books, so they are not
participating in anything. Ehhh, secondly, the boys were trying to find some-
thing, but they started something and didn t pay attention; 1 told you to write in
the workbook or in your course book. Furthermore, Sabina, when you are
describing what you filled in, you are supposed to pay attention as well. You
are not supposed to start talking when Barbara here does.

It transpires that participation is the evaluative criteria here (it is wrong not
to participate) as if the teacher was a manager of a group of manual workers.
Paying attention is then a part of the pupils’ job. Even at times when the pupils
are not engaged in clearly specified work activities (such as taking notes,
reading, reporting etc.), their working duties are clearly assumed: they have
to pay attention to what is going on in the class and to what others say, most
importantly the teacher.

It could appear that a universal objective is to intensify pupils’ work activity
and make them participate as much as possible, yet this is not the case. Our
data show many times that evaluation is often used as a means of slowing
pupils down.

Extract 11:

A teacher called Ana handed out a text to her pupils and instructed them to find
answers to given questions (History lesson). Ana is writing the questions on the
blackboard and is commenting on them:

T: Why was Frederick nicknamed the Winter King? You’ll find the answer in
the text, but I won’t tell you where.

P: I’ve found it.

T: Hush, keep looking, keep looking.

P: I’ve already found it, miss.

T: OK, but wait for the others till they find it as well, Jiri.
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This is clearly an attempt to synchronise the pupils’ work pace: no one should lag
behind, but neither is ‘bursting forward’ beneficial. Pupils should move on at the
same pace, and it is vital that they do so in accordance with the teacher’s plan.

This whole package of feedback comments is directly related to the management
of the class. The teacher here assumes the role of a manager who controls the work
activity of pupils and sets its pace. In this respect, these statements are used in
precisely the same way as unspoken evaluation.

Apart from statements that comment on the pace of pupil work, feedback is related
to yet another aspect of pupil performance, namely to formal criteria of communica-
tion. The next extract shows a literature teacher discussing with pupils various
theories on the evolution of man. Teacher Johana enumerates individual concepts
and asks the pupils which concept they prefer.

Extract 12:

P Marketa: Well that depends [creationism], some people believe in it and some
don’t.

T: (approvingly nods her head). Of course it depends. Of course it depends . . .
the Bible has been the most read and translated book in the world, yes, and it
doesn’t matter if one is a believer or not, but the basic things which are written
in the Bible, well, at least that is what I think, every cultured person should
know those (nods her head and gesticulates with her hands), so those opinions
in the Bible are often portrayed as counter-arguments, but there are other
theories, and we will get to know one of them soon and we will see what you
will think of it. But Jindra wanted to say something. (turns to Jindra and
beckons him to speak).

P Jindra: Well, if it was filmet . . .

T: FilmED, you have to use the standard language (smiles at the pupil)

P: I would go and see it.

The teacher objectively presents the pupils with the main ideas of both creationism and
the theory of evolution. It is apparent in the example that she doesn’t strive to motivate
pupils to defend a theory via rational argumentation. She repeats “that depends” several
times. Nevertheless, she identifies a mistake in the pupil’s utterance. The pupil fails to
meet the accepted standards of his own language during the course of the class and is
hence reprimanded by the teacher, who corrects his mistake straight away.

At times it appears that pupils cannot make mistakes with respect to content,
because the teacher doesn’t control this aspect of their answers. In the following
example, a Civics teacher is giving an assignment to pupils—who are asked to
present their hobbies—and at the same time she clarifies the formal criteria of the
assignment.

Extract 13:

T: Some of you will have finished by now, so please open your exercise books
and write in the following (she is writing on the blackboard) “My hobby” (the
title that the pupils wrote in their exercise books at the beginning of the class)
and below that write guidelines for presentations. Come on, pay attention, at
least for a while. So, guidelines for presentation, what is a presentation? (she is
standing near the blackboard and the first bench)
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PP: Presenting.

T: Presenting, ehh. all right, so here you will write guidelines to which you are
going to stick while presenting your project. So, as I was saying, you will be
standing here in front of the blackboard, but, anyways, are there any guidelines
to stick to while talking to a big audience?

P: No dancing. (a pupil shouts)

T: What was that? Barbora, I have already fold you not to interrupt me.

P: (raises her hand so that the teacher can allow her to speak)

T: (beckons her to talk).

P: No dancing.

T: OK, no dancing, why not? Or, Katerina, what should you definitely do? (she
calls out a student)

P: We should speak fluently and use standard language.

T: Yes. (allows another student to talk by a single hand gesture).

P: We should talk audibly.

T: Ehhh (beckons another student to talk)

The teacher first shows the pupils that she wants them to behave in a disciplined
way. A pupil shouts out an answer to the question, but is reprimanded. When she
obeys the teacher’s command (raises her hand), she is called upon to speak. This
practice drill is followed by several other suggestions, which the students make after
the teacher asks them to do so.

The students are given clear instructions concerning what is and will be asked of
them: they are expected to raise their hand whenever they want to speak, to talk
fluently and audibly, and to use standard language. The formal criteria of achievement
are thus repeatedly emphasised to the pupils.

5.6 “Smart” pupils

We shall now address another important aspect and that is teachers’ evaluation of
pupils’ potential. Teachers often reveal what they think of pupils’ capabilities and
these statements can be understood as parts of feedback as they are of an evaluative
nature and are placed in the appropriate position in the I-R-F structure (i.e. after the
pupil’s response).’

According to Watzlawick et al. (1967), each communication carries in itself
information as to how the speaker perceives themselves and how they perceive their
addressees. Given the asymmetric nature of the communication between a teacher
and students, it is natural that it is the teacher who ‘defines’ the communication’s
recipients (i.e. characterizes their intelligence, capabilities and potential etc.). Such
statements are of an evaluative character and are placed in the appropriate position in
the I-R-F structure.® The attribute most often used by the teacher to describe pupils is
“smart” (“Sikovni” in Czech). On the one hand, the term praises and motivates the
pupils, and yet it can be used to express the teacher’s dissatisfaction with a pupil’s

7 Hattie and Timperley (2007) call this type of feedback personal feedback and express strong doubts about
its effectiveness.
& They are placed at the very end so as to close the whole structure.
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current achievements. The situation with smart pupils is well illustrated in exchanges
from Jitka’s class.

Extract 14:

Jitka told pupils to complete a grammar exercise on their own and she is now
about to stop their work and check it with the whole class.

T: Well, you seem to have something. (15s) Let’s wait a bit more. OK, who has
completed it? Have you completed it? (She is peeping into a pupil's exercise
book).

P: Most of it.

T: OK. You are smart if you have most of it.

The key definition of pupils, which is used in communication with them, is
directly linked to their competence and their natural talent. Yet teachers often point
out that pupils don’t make use of their gifts. According to them, the key problem is
that pupils don’t study enough, and that they do not pay attention. Teachers believe
that if these two failings were reversed, pupils’ achievements would be trouble-free.

Extract 15:

Dita gave her class a History test, about which the pupils didn t know beforehand.
The pupils express their considerable dissatisfaction; their grades aren't good.
Dita tells the students that, this time, she won t take the marks into account.

T: But 1 know that you are smart (she is gesticulating with one hand and
looking around the class), you are capable, well if I say in advance that “We
will write a test, I’ll examine you,” then you are capable of learning everything.
But I want you to pay attention in the classes so that you remember something
from them. Well, think of the last class (she glances over the pupils and fixes her
gaze on the boys sitting on the first bench near the windows) and if you
remember what you did (she crosses her hands again) and think of what you
did, how much attention you paid then you will realise that apart from those
materials which you worked on by yourselves, you don’t know much, because
vou didn 't pay much attention and you didn’t pay attention to others which is
seriously wrong. If you had paid attention you would be able to fill in every-
thing easily now.

It becomes apparent that referring to pupils’ level of attention becomes a weapon
in the hand of the teacher. This perception of pupils failing to pay sufficient attention
is beneficial for the teacher as it reduces their responsibility for pupil failure: if the
pupils had paid attention and had studied enough they wouldn’t be able to fail.

Meanwhile, evaluating pupils also as smart is beneficial not only for teachers but
also for pupils. It helps them to accept failure, as it is more pleasant to acknowledge
that they haven’t studied enough than to recognise their lack of intelligence or talent.
Some teachers handle the concept of smart students very skilfully, and are thus
capable of helping pupils to accept critical evaluation.

Extract 16:

A teacher called Alice is evaluating work from a previous lesson that pupils
handed in to her on worksheets. She gives A’s for good work, and she doesn 't
evaluate poor work.
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T: Jana! (she raises her head to Jana). Well, Jana, your class participation is . . .
yuck!

P Jana: How come? (she is slowly making her way from the last bench to the
teacher)

T: Because you didn’t want to do anything. Not a thing, really. It is more than
obvious from the paper.

P: But what about my class participation? I don’t get anything for that?

T: No, I will not be marking that, that is just below your standard. Waaay below.

The situation once again ends with a consensus: the pupil accepts the teacher’s
evaluation without disputing it; she even laughs a little. The teacher’s statement that
her work was below her usual standard at the same time implies that the teacher
highly values her abilities.

5.7 Where has dialogical scaffolding gone?

As has already been stated in the theoretical part of this study, the concept of dialogic
education is very important because the teacher’s feedback messages help to build
scaffolding that supports the pupil’s thinking. The following example is from a Czech
language class taught by Karel.

Extract 17:

T: (towards everybody) Now, I want you to write the phrase in all six remaining
cases . . . but the fifth . . . which makes five cases: genitive, dative, accusative,
locative, instrumental. And write it in singular, OK?

(towards Iveta who is standing in front of the blackboard) This is singular?
(towards another girl standing in front of the blackboard) You are not supposed
to write it, you are supposed to determine it, OK?

P: But nominative and instrumental are almost the same.

T: Nominative . . .hmm, but instrumental is . . no no, that’s not right. “I go
train.” Do you think you can say that, “I go train?”

P: I go by train.

T: As I said, it is genitive, genitive. Right, by train.’

The teacher here knows that the pupils don’t know much about the topic discussed.
He prompts the pupils to work on the assignment on their own (“write the word in all
six cases”), but he soon starts to check their answers. The teacher also gives the pupils
a leading example which should help them to find out whether their answers are
correct or not. He doesn’t just point out that their answer is wrong: he applies their
answer to a similar example, which points out their actual mistakes. This is construc-
tive prompting at its best, which not only leads the pupils to the right answer (even
though the process is quite lengthy) but also teaches them how to master the habit of
doing so.

% The original quotation was changed in translation because of its meaning. In the original quotation pupils
have a problem with declension, which is a system of grammatically-determined modifications to nouns,
adjectives, pronouns and numerals in the Czech language. There is a system of seven cases (nominative,
genitive, dative, accusative, vocative, locative and instrumental) in Czech.
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Nevertheless, such examples of constructive evaluation were few in the collected
data and they appeared systematically only in Karel’s classes. This raises the question
of why instances of dialogical scaffolding weren't manifested in higher numbers.

Let’s now investigate what the scaffolding metaphor (which comprises the educa-
tional dialogue between teacher and pupil) actually means. Dialogical scaffolding is a
theoretical construct that stems from a linear algorithm. If a pupil doesn’t know the
right answer, give response A. If a pupil answers wrongly, give response B. If a pupil
answers almost correctly, it is necessary to identify the mistake and give response C.
It is a stable structure which, in order to work properly, needs to be well-planned. But
in such a case, the teacher would have to be capable of predicting pupils’ answers.
Nevertheless, the course of a lesson is actually much more spontaneous. Also, the
constructive evaluation of achievement (scaffolding) can be applied to one pupil’s
efforts but not to a heterogeneous group of pupils.

6 Discussion

In this paper, we have shown how teachers from Czech secondary schools provide
feedback to pupils during educational communication. Our findings do not in any
way contradict the Czech findings from the 1980s (Vanék in Mare$ and Kftivohlavy
1995): feedback is still not used in a sophisticated way in Czech schools. With
regards to the methodology presented in this study, it can be stated that feedback
rather verifies than elaborates on pupils’ responses (Kulhavy and Stock 1989).

The most often used mechanism is that of unspoken evaluation, where the pupil’s
response isn’t explicitly evaluated and where the correctness of the pupil’s answer
transpires from the teacher’s moving on to another question. Perhaps it would be
better if this structure was identified as I-R-F/I (initiation-response-feedback/initia-
tion) rather than as the traditional IRF (initiation-response-feedback). Feedback is
connected with a prompt to formulate a new answer. This structure can be likened to
the I-R-P-R structure (initiation — response — prompt — response) first described by
Mortimer and Scott (2003) and can create the impression of a scaffolding based
dialogue where pupil responses help the teacher to form another question which
encourages pupils to understand the currently taught subject matter on a deeper level.

Our data, however, show that this is not the case in reality. Even though feedback/
initiation takes place as one action (which is often realised by teachers in one
sentence), there is a hiatus between the two as far as the content is concerned. While
evaluating a pupil’s response, teachers often ask a new question which is not related
to the preceding one. The questions are only thematically connected; the new
question concerns the same theme as the previous one. Only in a new situation when
the topic is changed (e.g. a shift from Baroque culture to the culture of the Enlight-
enment) does the necessity arise of untying the knot of feedback/initiation and
implying the beginning of a new communication thread.

In such a case, evaluation is unspoken, hidden in the shadow of encouragement,
out of which it emerges only when a pupil’s response is incorrect and the teacher is
obliged to point it out. Yet, given that pupils most often answer correctly, the teacher
is, in a way, released from the necessary evaluation: as if correct responses encour-
aged no feedback at all.
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Only at such a time when the I-R-F/I machine stops working does the teacher bring
more leading comments into play. However, these are rather rare even in this situation
and one is much more likely to witness the teacher’s open encouragement to form a
new answer (“you are getting close”) or mechanical prompting. If the communication
was initiated by a closed question, teachers attempt to lead pupils to the correct
answer in such a way. If, however, an open question stood at the outset of the
communication,'® the teacher ceases to evaluate and all pupils’ responses are taken
as correct and not developed further. This relativistic approach appears to be benign
to pupils, for no response is openly criticised. Yet, on the other hand, the relativistic
teacher may appear to be rather inattentive: as if no response was interesting enough
for them to comment on. Even more important is the fact that pupils’ potential for
learning could be dramatically increased by the teacher through the medium of
interpretation and the development of pupils’ responses.

When it comes to explicit teacher feedback, it is most often related to work activity
and the work pace of pupils. The criterion of participation is de facto the main
criterion of teacher evaluation that is evident in the classroom. Teachers tend to
positively evaluate pupils who show signs of activity at the right time (i.e. at the
time suggested by the teacher). It doesn’t matter whether these pupils work or not;
they are repeatedly reassured that they are smart. This overrating of pupils’ capabil-
ities is pleasant for pupils, yet it allows the teacher to redirect responsibility for
pupils’ marks fully onto the pupils. They are capable enough; all they need to do is
work actively.

It is apparent that criteria for inclusion and the overrating of pupils’ capabilities
work symbiotically, i.e. they refer to each other. It could be said that the whole above-
described complex of evaluative feedback statements functions synergically. These
statements create a managerial structure which sets up the rhythm of the class and
‘keeps it going’. An activity is followed by another activity; teachers and pupils take
turns in communicating so that there are no delays and dead times. Teachers achieve
this by thoroughly applying the I-R-F/I structure and also by encouraging pupils to
participate and heed the pace of the class. There is, however, a certain didactic
emptiness present, which is hidden amidst all the activity. Pupils’ responses are
elicited but they are not elaborated on further. A closed question is either evaluated
as correct or incorrect. Should the latter be the case, the teacher repeats the question
many times till a pupil comes up with the correct answer.!' Responses to open
questions do not get evaluated, and teachers are usually content with echoing the
pupils’ responses and moving on.

This raises the question of why explicit feedback is not a part of the classroom
communicative agenda (Kulhavy and Stock 1989; Alexander 2006; Chin 2006). Are
teachers afraid of evaluation? We believe that there are at least four explanations for
this.

The first explanation is related to the change in evaluative processes in schools.
Baartman et al. (2007) talk about a move from a testing culture to an assessment

1% The ratio is 25 % for open questions in our research, 18 % for pseudo-open questions, and 57 % for
closed questions.

" Even though Czech pedagogical tradition has developed a sophisticated way of working with mistakes
(e.g. Kuli¢ 1971) our data doesn’t allow us to work with these theories on an empirical material.
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culture. A testing culture is based on checking whether students have learned what the
teacher or the coursebook taught them. By contrast, an assessment culture is inter-
ested in identifying the pupil’s progress, and the pupil’s learning is not understood as
the process of acquiring knowledge but rather as the process of actively constructing
schemes in order to understand the material. The goal of such activities is the
acquisition of key competences and not of factual knowledge.

The second explanation suggests that teachers might find it difficult to evaluate
answers to open questions, as these cannot be predicted and hence teachers cannot
prepare themselves in advance (Lyster and Ranta 1997). This is why teachers ask
only a limited number of open questions and even if they do so, they tend not to
comment much on the responses. On the other hand, they are more than capable of
evaluating answers to closed questions (especially if these relate to subjects they
teach) and yet there is not much evaluation present even in this type of feedback.

The third explanation is connected with classroom atmosphere. Teachers are afraid
that a critique of a pupil response would result in a decrease in the pupils’ willingness
to participate in communication and a negative attitude towards their teaching. It is
supposed that feedback and evaluation should be positive so as not to frustrate or
stress pupils.

What could be paradoxical is that according to our data, critical teachers can be
quite popular among pupils. This transpires from questionnaires that we handed out
to pupils after the end of each class. The questionnaire comprised a number of
questions asking how close a teacher is to the pupils and what relationships they
have with each other. Of all our teachers, it was Alice and Karel who scored the
highest even though the most explicit negative evaluation was recorded in their
classes. This shows that the ‘truism’ “critical teacher generates pupils’ frustration”
is not valid. For it is common knowledge in pedagogical psychology that criticism
can have paradoxical effects: the criticised pupil picks up the teacher’s message that
they value the pupil’s capabilities highly and thus the pupil can be motivated to meet
the teacher’s expectations (Meyer 1982). Hence, if Czech teachers cease to explicitly
evaluate pupils’ achievements, not only are they decreasing their didactic influence,
but they are also weakening their relationships with pupils.

The fourth explanation is related to the political and social changes in the Czech
education system that took place after the fall of the Iron Curtain. We believe our
findings illustrate the clash between traditional and liberal-progressive ideology in
Czech schools, where liberal-progressive education is understood as a desirable
paradigm that is taught to teachers during their university years.'>

Which methods are then related to traditional education? Certainly, emphasis is
placed on formal criteria used to determine pupil performance and on the use of
proper school language: in this manner, teachers’ requirements are explicit so that
pupils’ output can be checked. Emphasis is even placed on keeping the pupils active
and maintaining control over their work pace. The assessment criteria are explicit in

12 The fact that something is designated as “modern“or “progressive“doesn’t necessarily mean that it is a
change for the better (Lloyd 1976). By “liberal-progressive”, teachers usually imagine less authoritarian
behaviour on the part of the teacher, the disappearance of punishments, and a more friendly approach to
pupils. However, since no change of educational model has officially been articulated, “democratic” or
“liberal” teaching is therefore a folk version of progressive pedagogy. Similarly, constructivism is also
taken to be a desirable ideology, but it is neither theoretically described nor empirically examined.
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these cases: they are objects of explicit discourse and are exercised predictably and
meticulously. Last but not least, the whole I-R-F mechanism is also related to
traditional education. Even though it often needs no words, it is visible, for it creates
a fixed structure that is well known to all participants and that creates an invariable
frame for all their communication activities. Everyone is familiar with the structure:
the teacher asks a question, the student responds, and the teacher signals what is
going to follow. Bernstein (1975) describes these evaluative comments as “short,
stereotyped and unexplicated judgements” (122). Our data confirm such a definition.
Terms such as ‘correct’, ‘yes’, and ‘perfect’, or actions such as nodding or simply
moving on to another question create a condensed signal that is public, visible, and
clear.

However, our data also contain exchanges that lead to the blurring of fixed criteria
and to a softening of frames pre-defined by the I-R-F structure (see Sed’ova et al.
2012). This is most often represented by the relativistic non-commenting on a pupil’s
performances and responses: the teacher’s behaviour suggests that criteria are not set
in stone, that each opinion could be a valid one or at least acceptable. In clearly
liberal-progressive education, one of the most prominent methods is positive com-
menting, the goal of which is to motivate pupils — for those in favour of liberal-
progressive education believe that pupils shouldn’t be forced to work but rather
motivated to work.

We believe that educational discourse reflects some changes in liberal-progressive
education, but the “manner of teaching” remains consistent with tradition, although
we can see an urge to be differentiated from the earlier model predominant in the
communist era. Teachers want to meet the ideal of liberal-progressive education, yet
they cannot adequately fulfill this goal.

References

Alexander, R. (2001). Culture and pedagogy. International comparisons in primary education. London:
Blackwell.

Alexander, R. (2006). Towards dialogic teaching. Rethinking classroom talk. Cambridge: Dialogos.

Applebee, A. N., Langer, J., Nystrand, M., & Gamoran, A. (2003). Discussion-based approaches to
developing understanding: classroom instruction and student performance in middle and high school
English. American Educational Research Journal, 3, 685-730.

Baartman, L. K. J., Bastiaens, T. J., Kirschner, P. A., & van der Leuten, C. P. M. (2007). Evaluating
assessment in competence based education: a qualitative comparison of two frameworks. Educational
Research Review, 2(2), 114-129.

Bachtin, M. M. (1980). Roman jako dialog. [The dialogic imagination: four essays.]. Prague: Odeon.
Translation from Voprosy literatury i estetiki.

Bernstein, B. (1975). Class, codes and control III: Towards a theory of educational transmission. London:
Routledge.

Cazden, C. B. (1988). Classroom discourse. The language of teaching and learning. Portsmouth:
Heineman.

Chin, Ch. (2006). Classroom interaction in science: teacher questioning and feedback to students’res-
ponses. International Journal of Science Education, 28(11), 1315-1346.

Hattie, J., & Timperley, H. (2007). The power of feedback. Review of Educational Research, 77(1), 81-112.

Holmes, M. (2005). Change and tradition in education: The loss of community. In A. Lieberman (Ed.), The
roots of educational change (pp. 230-248). Dordrecht: Springer.

Kulhavy, R. W., & Stock, W. A. (1989). Feedback in written instruction: the place of response certitude.
Educational Psychology Review, 1(4), 279-308.

£) Springer Habilitation theses R. Svafigek



Educ Asse Eval Acc

Kuli¢, V. (1971). Chyba a uceni. [A Mistake and Learning]. Prague: SPN.

Lloyd, D. L. (1976). Traditional and progressive education. In D. I. Lloyd (Ed.), Philosophy and the teacher
(pp- 87-98). London: Routledge.

Lyster, R., & Ranta, L. (1997). Corrective feedback and learner uptake. Studies in Second Language
Acquisition, 19(1), 37-66.

Mares, J., & Kiivohlavy, J. (1995). Komunikace ve Skole. [Communication in schools]. Bmo: Masarykova
univerzita.

Mehan, H. (1979). Learning lessons. Social organisation in the classroom. Cambridge: Harvard University
Press.

Mercer, N. (2000). Words and minds. How we use language to think together. London: Routledge.

Meyer, W. U. (1982). Indirect communication about perceived ability estimates. Journal of Educational
Psychology, 6, 888-897.

Mortimer, E. F., & Scott, P. H. (2003). Meaning making in secondary science classrooms. Maidenhead:
Open University Press.

Myhill, D., & Warren, P. (2005). Scaffolds or straitjackets? Critical moments in classroom discourse.
Educational Review, 1, 55-69.

Ninio, A., & Bruner, J. (1978). The achievement and antecedents of labeling. Journal of Child Language, 5
(1), 1-5.
Nystrand, M., Gamoran, A., Kachur, R., & Prendergast, C. (1997). Opening dialogue. Understanding the
dynamics of language and learning in the English classroom. New York: Teachers College Press.
Pol, M., & Svatigek, R. (2011). Attempting a theory of untidiness: an interview with Stephen J. Ball. Studia
paedagogica, 16(2), 159—170. http://www.phil.muni.cz/journals/index.php/studia-pacdagogica/article/
view/236/359. Accessed 29 December 2011.

Shute, V. J. (2008). Focus on formative feedback. Review of Educational Research, 78(1), 153—189.

Sinclair, J. M., & Coulthard, R. M. (1975). Towards an analysis of discourse. Oxford: Oxford University
Press.

Skidmore, D. (2006). Pedagogy and dialogue. Cambridge Journal of Education, 4, 503-514.

Slavik, J. (1999). Hodnoceni v soucasné skole. [Evaluation in contemporary school]. Prague: Portal.

Smith, H., & Higgins, S. (2006). Opening classroom interaction: the importance of feedback. Cambridge
Journal of Education, 4, 485-502.

Spradley, J. P. (1980). Participant observation. Wadsworth: Thomson Learning.

Sed’ova, K., Svatitek, R., & Salamounova, Z. (2012). Komunikace ve $kolni tiidé. [Communication in
classroom]. Praha: Portal.

Vygotsky, L. S. (1978). Mind in society: the development of higher psychological processes. Cambridge:
Harvard University Press.

Watzlawick, P., Bavelas, J. B., & Jackson, D. D. (1967). Pragmatics of human communication: A study of
interactional patterns, pathologies, and paradoxes. New York: Norton.

Wells, G. (1999). Dialogic enquiry: Toward a sociocultural practice and theory. Cambridge: Cambridge
University Press.

97 Habilitation theses & Springer


http://www.phil.muni.cz/journals/index.php/studia-paedagogica/article/view/236/359
http://www.phil.muni.cz/journals/index.php/studia-paedagogica/article/view/236/359

Chapter 4: Enhancing teacher feedback

through professional development

Roman Svafiéek

Background

Chapter 4 examines the enhancement of teacher feedback in dialogic education through a
professional development program integrated with action research. It highlights the critical
role of video recordings as mediators in the teacher-researcher relationship, facilitating
reflection, analysis, and pedagogical transformation. The focus is on humanities classes at
lower secondary schools.

The methodology employs participative action research, using video-stimulated
reflective interviews to analyze and improve teacher-student communication. This iterative
approach aligns with Schén’s (1983) concept of reflective practice and Korthagen’s ALACT
model (2001), enabling systematic cycles of planning, action, observation, and reflection.
Data collection included lesson recordings, reflective interviews, and seminar discussions,
ensuring a robust analysis of teacher feedback.

Feedback is framed as a multifaceted component of dialogic education, addressing
cognitive, affective, and motivational dimensions. Drawing on frameworks such as the one
developed by Hattie and Timperley (2007), the chapter emphasizes process-oriented feedback
as particularly effective in fostering deep learning by reducing discrepancies between student
understanding and goals. Consistent with Alexander’s (2006) principles of dialogical
teaching, the findings highlight the role of feedback in promoting higher-order thinking and
active student engagement.

The study introduces a three-step model for transforming feedback:
1. Asking open, cognitively demanding questions to elicit detailed student responses.
2. Applying scaffolding through “smart hints” to develop these responses further.
3. Aligning feedback with lesson objectives, ensuring coherence between teaching goals
and student learning.
This iterative process mirrors Sherin’s (2004) findings on the potential of video analysis to

refine teacher practices, emphasizing its impact on bridging theoretical and practical gaps.
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The chapter presents an A-shaped model of teacher change in which theory, practice,
and emotional engagement intersect during collaborative teacher-researcher reflection. Video
recordings are shown to foster critical observation and sustained pedagogical improvement,
resonating with Guskey’s (2002) framework for teacher change but emphasizing the unique
role of reflective dialogues in shaping ideological and emotional commitment to new
methods.

Overall, Chapter 4 highlights the transformative potential of video-based tools and
participative action research in teacher professional development. By aligning with broader
discussions on dialogical teaching and teacher-researcher partnerships, it deepens the
understanding of how reflective practices and video mediation can drive meaningful
educational change. The findings underscore the importance of collaborative reflection and
practical engagement in enhancing feedback strategies, ultimately contributing to improved

classroom discourse and student learning outcomes.
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Chapter 5: Examining the development of

professional identity in experienced teachers

Roman Svafiéek

Background

Chapter 5 investigates the development of professional identity among experienced teachers,
focusing on its significance and the factors influencing its formation. Professional identity is a
crucial aspect of a teacher’s career, impacting motivation, commitment to professional
development, and the ability to adapt and improve teaching practices. Teachers with a strong
and well-defined professional identity are more inclined to invest time and energy into
enhancing their skills and knowledge, viewing their growth as part of an ongoing process of
building expertise (Beijaard, Meijer, & Verloop, 2004). Furthermore, regular reflection on
pedagogical practices enables teachers to identify areas for improvement and adjust their
methods in line with new insights (Kelchtermans, 2004).

The research highlights three key findings connected to these theoretical foundations.
First, teachers actively construct their professional identity through self-reflection,
interactions within their school environment, and the narratives that emerge about them. This
identity acts as a framework for interpreting and giving meaning to their actions (McAdams,
1993; Bacova, 2003). It evolves over time and encompasses multiple identities that may
occasionally conflict, as individuals manifest different aspects depending on the context.
Maintaining professional identity involves the interplay of cognitive, emotional, and social
dimensions, which serve as key sources of development during adulthood (Macek, 2003). A
pivotal aspect of professional identity formation is the intentional cultivation of a chosen
identity, influenced by factors such as job satisfaction, feedback from students, and social
interactions with stakeholders in the school community.

Second, the research reveals that challenges and failures are integral to the long-term
process of building professional identity. Teachers’ professional identities are continually
shaped throughout their careers in a nonlinear process marked by pivotal events and critical
decisions requiring individualized approaches. Professional failures play a fundamental role
in shaping identity by prompting reflection, learning, and subsequent changes in behavior.

Bruner (1986) underscored the concept of narrative unity, in which individual life events are
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integrated into broader constructs, maintaining continuity in professional development. These
pivotal events, involving unsuccessful actions followed by reflection and adaptation, are
socially and culturally conditioned and represent central features of the identity-building
process.

Third, while teachers may physically work alone in the classroom, they are never
socially or culturally isolated (Lortie, 1975). In Czech primary schools, despite the common
practice of teaching behind closed doors and the absence of nationwide student performance
comparisons, teachers’ work is evaluated by external bodies. This external evaluation creates
pressure that compels teachers to reflect on and adapt their practices, influencing their
professional identity. These critical moments, referred to as “events of failure and learning,”
prompt teachers to acquire new insights that further shape their professional identity.
Paradoxically, competition among ideological groups within the same school can encourage
greater commitment and effort toward professional development.

The methodology employed in this research focuses on the narrative analysis of
pivotal events, revealing valuable insights into how teachers construct and reinforce their
professional identities. For instance, the use of verbal distancing strategies, in which teachers
delineate their position relative to colleagues, highlights how narrative techniques reinforce
professional identity. Verbal distancing is not merely an act of complaint; it serves as an
identity strategy, allowing teachers to strengthen their professional stance within the context
of differing ideological groups in the school environment.

Although mentoring is often praised as an effective tool for supporting novice
teachers, the research suggests it can also have negative impacts on professional identity,
particularly in rigid school cultures. Novice teachers who initially favor student-centered
approaches may be compelled to adopt traditional rituals and discursive patterns imposed by
their mentors. Lojdova (2019) confirmed that this process of socialization can lead to
situations in which, despite efforts to implement progressive methods, novice teachers are
ultimately influenced by the conservative practices of their more experienced colleagues. This
phenomenon was later observed among university educators, indicating that similar dynamics
are also present in other academic settings (Sedova, Svaticek et al., 2016).

Overall, Chapter 5 sheds light on the complex and dynamic nature of professional
identity development among experienced teachers. By understanding the factors that
influence this process—including self-reflection, social interactions, challenges, and
failures—educators and policymakers can better support teachers in their professional growth.

The findings highlight the importance of creating supportive school environments that
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encourage reflective practice and recognize the multifaceted nature of teacher identity,

ultimately contributing to improved teaching practices and educational outcomes.
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Zlomové udalosti pti vytvareni profesni identity ucitele

Roman Svaticek
Ustav pedagogickych véd, Filozoficka fakulta Masarykova univerzita, Brno

Anotace: Text pojedndvd o zlomovych uddlostech, které hraji roli v utvareni
profesni identity ucitelii expertii. Uddlosti jsou nahlédnuty skrze rekonstrukci
procesu budovani profesni identity ve vypraveni ucitelii. Koncept profesni identity
je pouzit pro vysvétleni profesnich otazek, které musi ucitel reSit pri svém rozvoji.
Profesni identita je definov247adna jak skrze vidéni sebe ve viastnim jednani, tak
skrze videni sebe druhymi ve vypraveni a jednani aktéri skoly. Ucitelé ve svych
vypravenich pri rekonstrukci profesni drdhy nepopisuji pribeh v celistvé podobe,
ale zameéruji se na jednotlivé dilci epizody, které jsou podle jejich minéni vy-
znamné. V mnoha pripadech dochazi ke ,,zjednoduseni* komplexnosti prozitého
do podoby vypravéni drobné uddlosti se zlomovym vyznamem. Cilem textu je
zamérit se pouze na zlomové uddlosti popisujici profesni neuispéch ucitele
v uspésné draze ucitele experta a podivat se na to, jak ucitelé experti zpétné
popisuji své dilci neuspéchy a probléemy a jak tyto neuspéchy zdivodnuji. Zajima
nas tedy, jaké mozné interpretace ucitelé témto zlomovym uddlostem udéluji a jak
Jje interpretuje autor textu.

PEDAGOGIKA.SK, 2011, rocnik 2, ¢. 4: 247-274

Kli¢ova slova: zlomové uddlosti, profesni identita, profesni rozvoj ucitele,
kvalitativni vyzkum

Critical Incidents in Forming the Professional Ildentity of the Teacher. The
paper deals with critical incidents that play a role in the development of the
professional identity of expert teachers. The incidents are viewed through the
reconstruction of how the professional identity was built through their
narrations. The concept of professional identity was used to explain professional
questions that must be answered by the teacher in her development. Professional
identity is defined both through viewing the teachers’s own professional
behaviour and through viewing her by others in narrations and behaviour of the
school personnel. In their narrations, teachers do not describe their story in a
compact form, rather, they concentrate on individual episodes which, according
to their opinions, are important. In many cases, the lived complex experience is
., simplified* in a narration describing a small event with a critical importance.
The purpose of the text is to concentrate solely on the critical incidents depicting
professional failures in the career of experienced teachers and to observe how
expert teachers describe and justify them. In other words, we are interested in
possible interpretations of critical incidents by these teachers’ incidents as well
as how they are interpreted by the author of the present paper.
PEDAGOGIKA.SK, 2011, Vol. 2 (No. 4: 247-274)

Key words: critical incidents, professional identity, professional development of

the teacher, qualitative research

PEDAGOGIKA.SK, ro¢. 2, 2011, ¢. 4 247

Habilitation theses

R. Svaficek



126

Uvod

Velmi casto se v poslednich letech v pedagogickych védach setkavame
s konceptem identity (napt. Danielwicz, 2001, Pittard, 2003, Stuchlikova,
2006). Po velmi dlouha 1éta byl tento jev zkouman v souvislosti se zaky, kdy
klicova otazka zné€la Jak se vyviji identita dospivajiciho jedince? Na ucitele
vyzkumnici nahlizeli spiSe jako na spolutviirce identity mladého jedince.
Vzpomenime naptiklad na velmi dobfe popsany koncept nalepkovani
(labelling). Ucitelé maji na starosti velké mnozstvi zakt, a proto Casto zaky
oznacuji na zakladé svého rychlého usudku. Tento 74k je pomaly, ten aktivni a
jiny zase problémovy. Nalepkovani se dé&je velmi bézné. Jeho negativnim
rysem je nezamérné ovlivnéni identity zaka. Predavani nalepek zakli mezi
uciteli ve sborovné miize vést k tlaku na zaka a urcity aspekt je nasledkem toho
zakem posilovan.

Jak je tomu s identitou ucitele? Kdo ji zamérng ¢i nezamérné ovliviiuje? Co
pro ucitele znamena profesni identita? Jaka tuskali proziva ucitel pii budovani
profesni identity? Podléh4 profesni identita médam? Cilem tohoto textu je
podivat se na jednotlivé otazky a poskytnout na né odpovédi prostiednictvim
empirického Setieni a studia pedagogické a psychologické literatury. Jednotlivé
odpovédi budou dokladovany a vysvétlovany na zlomovych udalostech ve
vypraveni ucitelll o profesni draze.

Traduje se, Ze prvni termin identita v modernich socialnich védach pouzil
Freud, ale hlavni vyzkum zacind az s Meadem (1967) a Eriksonem (1999,
2002). Erikson byl prvni, kdo nahlizel na identitu jako na psycho-socialni
konstrukt (jedinec je siln€ ovlivnén spole¢nosti, ve které zije).

Identitu vnimdm jako naSe vlastni porozuméni tomu, kdo jsme a kdo si
myslime, Ze jsou druzi lidé. Identita je vytvorem naseho védomého jednani a
vysledkem sebereflexe vice, nez souborem danych nebo vrozenych vlastnosti
(Melucci, 1996, s. 31). Proto je podle Melucciho slovo identita nevhodné,
protoze neodkazuje ke zméné. MEli bychom spiSe hovofit o identizaci
(identization), abychom vyjadrfili procesualnost, sebereflexi a konstruovani
sebe.

Kazdy jedinec je schopen nahliZzet svoji osobni identitu: jedinec dokaze
nahlizet sam sebe a své jednani z pohledu jiného. Pro Ricoeura (1990, cit.
podle Klikova, 2007, s. 207) je vztah jedince k sob¢ realizovan pies zpro-
sttedkujici subjekt, kterym je bud’ mé ,,jiné j&* (sdm sebe nahlizim jako jiného
mezi druhymi), nebo druhy ¢lovek, ktery z jiné pozice nahlizi mé ,,jiné j&*.

Identitu je jedinec schopen postihnout zaprvé zprostiedkované a zadruhé
ve svém jednani a v jeho nahlizeni mnou samym nebo druhymi lidmi. Ucitelé
ziskéavaji obraz sebe skrze jednani a jeho reflektovani sebou samotnymi a
svymi kolegy a Zaky. Ono reflektovani se odehrava predevSim na roving
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vypravéni, narace. Jednani, jakoZto €in, je pfedmétem vypravéni mezi uciteli a
z tohoto vypravéni prameni rozpoznani profesni identity ucitele. Zprostiedko-
vané poznani znamena, Ze sebe sama nemohu poznat ptimo (skrze kontemplaci
¢i jiné metody) a podivat se do svého nitra. Zkoumani ucitelé se tedy divaji do
pomysiného zrcadla, ale nevidi v ném sami sebe, ale pouze obraz sebe zpro-
sttedkovany druhymi lidmi a na$im ,,jinym ja*.

Jaky obraz tedy ucitelé o sobé piedavaji ve vypravéni? Velkd vétSina
odbornych textti popisujicich utvareni profesni identity ucitelti se zaméfuje na
to, jak ucitelé vSe genidln¢ vyftesili a stali se experty. Podobné texty jsou plné
samych pozitivnich pifibéhti. V naSem textu se pokusime o néco trochu
odlisného, a tak se zaméfime pouze na takové udalosti, ve kterych ucitelé
popisuji svoje neuspéchy, které oznacCuji jako zlomové. Pti analyze velkého
mnozstvi dat z biografického a narativniho zkoumani Sestice zkusenych ucitelt
expertd se totiz ukdzalo, Ze ucitelé, byt ne jiz pii prvnim rozhovoru, popisuji
také svoje netspésné pokusy ukaznit zdky, zavést nové metody, ¢i prosadit
novinky v celém ucitelském sboru.

1. Metodologie vyzkumného Setieni

Tato studie vychazi z ttiletého empirického vyzkumu, ve kterém jsme se
s pomoci kvalitativniho pfistupu (biografického a narativniho designu
s vyuzitim techniky zivotni historie) zabyvali profesni a osobni drahou
zkuSeného ucitele, ucitele experta. Hlavni vyzkumna otazka kvalitativniho
Seteni znéla: Jak se vyviji ucitel expert z pohledu rekonstruovani jeho profesni
a zivotni drahy? Specificka vyzkumna otazka, kterd vytvaii ustfedni jadro
tohoto ¢lanku, zni takto: Jaké zlomové udalosti popisovali uditelé experti pri
reflektovani své profesni drahy a jakym zpusobem si tyto udalosti
vysvétluji?

Pouziti narativniho a biografického designu ma své opodstatnéni, nebot
zkoumani ugitelé jsou experti, ktefi maji za sebou dlouholetou kariéru'.
Mysleni a presvédceni uditele experta nelze odstiihnout od jeho osoby (jak to
délaji nekteré vyzkumy s pouzitim kvantitativnich technik), nebot’ pfesvédceni
uciteld jsou =zastavana urCitymi jedinci v uréitém prostiedi. V Cesko-

! Zakladni otazkou pro zdiivodnéni a ospravedInéni pouziti Zivotniho piib&hu je: Prod
je dulezité/vyznamné/podstatné ptat se ucitelll na jejich ptibehy popisujici profesni a
zivotni zkuSenosti? Odpoveédi je mnoho a samoziejme jich pribyva s tim, jak se tento
typ metodologie pouziva. Dulezitym argumentem je, ze nektefi ucitelé mohou mit
z takového vyzkumu uzitek, nebot’ ziskaji vétsi poznani (Thomas 1995). Védéni ucitelt
nepochazi jen z teorie, ale je praveé ovlivnéno osobni zkuSenosti ucitele a jeho profesni
kariérou. Druhym argumentem muze byt snaha zlepSit pregradualni pfipravu peda-
gogickych pracovnikd.
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slovenském prostiedi metodu biografického zkoumani Zzivotniho piib&éhu
uciteld jako prvni velmi dobte pouzil Gavora (2001a, 2001b).

Cilem biografie je zivotni zkuSenost vysvétlujici jednani zkoumaného
jedince, které béhem rozhovord a analyzy badatel interpretuje. Jednad se o
jakousi rekonstrukci minulého v novém obrazu plném improvizaci, zdmlk a
uchovani si vlastni tvafe. ReGeno jinymi slovy, chceme uchopit subjektivitu
jedince v dialogu s jeho zivotnimi situacemi a udélostmi. Jak si jedinec vytvari
svlj vlastni pohled na svét? Jak komunikuje s velkymi neosobnimi piib&éhy
historie a svéta? To dokaze zjistit pravé biograficky vyzkum: propojit sféru
politickych ideji a sféru realného Zivota (Chamberlayne, 2004). Biografie je
cestou, jak pochopit, jakym zpiisobem byla identita jedince utvarena, a tedy
jaka vlastné je. Biografie se vztahuje na vyvoj. Obsahuje misto a ¢as a jejich
vliv na lidsky Zivot a tato struktura muize byt nahlédnuta ve vzpominkach,
protoZze je timto zptisobem ukotvena v paméti.

Ve spojeni s tématem vyzkumu to znamend, Ze nas zajimalo, jak ucitelé
vnimaji konfrontaci svého pohledu na profesi ucitele s pohledy jinych. Je
pravdépodobné, Ze takovéto konfrontovani probiha neustéle a je neodd¢litelnou
soucasti ucitelské profese.

Za vychozi charakteristiky pro identifikaci experta byly zvoleny tyto:
dostatecna kvalifikace, minimaln€ 9-10 let praxe, doporuceni feditelem Skoly a
kolegy a dlouhodobé dosahované nadprimérné vysledky zakt (o uciteli
expertovi viz Svatitek, 2007)°. Vzhledem k cili vyzkumu jsme zkoumali Sest
ucitelt, z nichz 3 byli uciteli prvniho a 3 uciteli druhého stupné zakladni skoly.
Vzorek zkoumanych uciteld, uvadénych pod pseudonymy, tvofili dva muzi
(FrantiSek, Petr) a ctyfi zeny (Katefina, Marta, Vendula, Zdena). Tti ucitelé
meli 10 let praxe (Frantisek, Katefina, Zdena) a tfi praxi vice nez 20 let (Marta,
Petr, Vendula). Setfeni probihalo v prostiedi velkého mésta a kazdy expert
pusobil na jiné skole.

Nejprve jsme na zakladé zprav Ceské $kolni inspekce identifikovali nejlepsi
Skoly v daném misté. Do dal§iho vybéru byly vybrany pouze ty Skoly, které
meély u dvou sledovanych faktord (hodnoceni personalnich podminek vzdéla-
vaci a vychovné Cinnosti vzhledem ke schvalenym ucebnim dokumentim a
hodnoceni prubéhu a vysledkti vzdélavani a vychovy) hodnoceni velmi dobré a
vynikajici. Od feditele a vedeni vybranych Skol jsem zjistil, koho oznacuji za
ucitele experta podle charakteristik popsanych vyse.

Jako hlavni metody sbéru dat byly zvoleny biografické rozhovory s uéiteli
experty, které byly doplnény dal§imi metodami etnografického charakteru.
Jednalo se o pozorovani vyuky ucitele a Skoly, biograficky dotaznik a rozho-

* O u¢iteli expertovi viz také prehledova studie Pisové (2010).
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vory s dal§imi aktéry $koly (feditelem a kolegy)’. Hloubkovy biograficky
rozhovor byl zakladni technikou sbéru dat*. Cilem st¥idani technik bylo dovolit
uciteliim ohlédnout se zpét, reflektovat vlastni kariéru a stimulovat je k tema-
tizovani jejich zazitkl. Kelchtermans (2004) tento postup nazyva stimulovand
autobiograficka sebe-tematizace.

Kazdy expert (a také jeho skola) byli zkoumani pomérné dlouhou dobu (ptl
roku az rok a ptl). Po kazdém provedeném rozhovoru byl zdznam piepsan,
data nahrana do programu ATLAS.ti a rozhovor byl podroben analyze.

2. Zlomové udalosti

Bylo by krasné, kdybychom se podivali na osobni a profesni Zivot ve vypraveéni
ucitele experta a tekli si, ze kazda udalost, kazdé rozhodnuti a kazdy vyvoj
ucitele nesou znaky expertstvi. To vSak neni pravda, nebot’ vypraveni ucitel je
plné jak ukazkovych uspéchty, tak omylii a nepochopeni. Ona tenka Cervena
linie vytvarejici hlavni pfibeh vznika az pfi zpétném pohledu. Jak poznamenal
Schiitz ,,jenom to, co je prozité, ma v sob¢€ vyznam, nikoliv to co teprve bude
prozité* (Schiitz, 1967, s. 29). Retrospekce a reflexe vyclenuje jednotlivé
prozitky a €ini z nich plnovyznamové epizody piib&hu jedince.

Pii analyze a interpretaci rozhovord s uciteli byla identifikovany kratké
pribéhy, ve kterych ucitelé popisovali, Ze se jim néco nezdafilo, Ze neuspéli se
svym napadem, ¢i Ze zcela selhali. Ackoliv jsou to jen kratsi epizody v celém
pribéhu, ktery ve studovanych ptipadech nakonec vyustil k vybudovani pro-
fesni identity ucitele experta, domnivame se, Ze tyto epizody odhaluji zasadni
problematické otdzky, které ucitelé tesili. Zlomové udalosti jsou tedy samo-
statné vlozky (digrese), kratké ptib€hy, které odbocuji od hlavniho déje, ve
kterém se li¢i profesni vyvoj ucitele experta. Podobn¢ jako v ptibehu o hrdin-
ském navratu Odyssea z trojské valky hlavni linka odbocuje k ptibéhu, kdy
hlavni hrdina malem zahyne na pobtezi Fajaku.

? Pozorovéani vyuky slouzilo jako velmi dobry zdroj otdzek pro rozhovory s uéitelem,
které probihaly soubézné s pozorovanim. Badatel tedy pfisel do skoly, nékolik vyu-
Covacich hodin pozoroval ucitele, travil s nim pfestavky a po vyucovani s nim vedl
zhruba hodinovy rozhovor. U kazdého zkoumaného experta byly z divodu ziskani
dalsich informaci a podlozeni budované teorie provedeny rozhovory s feditelem Skoly
¢i zastupci a s neékterym ucitelem ze sboru. Naptiiklad u uclitele experta Petra byl
realizovan rozhovor také s feditelem Skoly a zacinajici ucitelkou Annou (2 roky praxe).
* Nejednalo se o standardizované ¢&i strukturované rozhovory, ale o biografické a
narativni interview. S kazdym expertem byla realizovana série rozhovort (6-8), z nichz
kazdy trval zhruba hodinu az hodinu a pal. Vysledkem bylo 68 rozhovort, které
prepsany do textu spolu s dal$imi technikami znamenaly zhruba tfi miliony znak.
Rozhovory probihaly ve skole v kabinetech uciteltl o jejich volnych hodinach béhem a
po vyucovani.
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Zlomové udalosti (critical incidents)’ jsou , kli¢ové udalosti v Zivoté jedince
a jeho okoli tykajici se obratu v rozhodnuti. Vedou jedince k volbé urcitého
jednani, které¢ vede k urcitym cilim.”“ (Sikes, 1985, s. 57) Vyznamnym
prispévkem k debaté o dilezitych okamzicich v pracovnim a osobnim zivoté
ucitele je Casto citovana prace Measorové (1989). Podle ni jsou zlomové
udalosti kliCovymi udalostmi v zivoté clovéka, nebot’ jsou na né vazana
vyznamna zivotni rozhodnuti. Udalosti v jedinci vyvolavaji ur€itd rozhodnuti a
sméfuji ho uréitym zplsobem, at’ uz je toto rozhodnuti védomé ¢i nikoliv.
Zlomové udalosti mohou mit jak negativni, tak pozitivni dopad na jedince.
Negativni udalosti (counter incidents) znamenaji pro jedince krok zpét (Sikes,
Measor, Woods, 1985).

Zlomové udalosti jsou neplanované a nekontrolované (Denscombe, 1999), a
presto hraji kli¢ovou roli v socializaci ulitele do profese (Ball, 1980). Oproti
tomu zlomové akce (critical events) maji rys planovanych aktivit, jako je
Skolni divadelni ptedstaveni, ekologicky projekt ¢i natdceni filmu o Skole (viz
Woods, 1993). Zlomové akce jsou piipravované po ur¢itou dobu, zamérné a
planované, ale maji také zna¢ny dopad na zéka, ucitele ¢i celou Skolu, jako
zlomové udalosti. Podstata zlomové akce spocivd ve ,spravném poméru
ingredienci ve spravny &as a na spravném mist&“ (Woods, 1993, s. 102)°.

Zlomova udalost je zlomovou proto, Zze ma dopad na chovani jedince, mize
obsahovat urcity traumatizujici prvek (nemoc, ztrata). Udalost se stava
zlomovou tim, jak silné¢ ovlivni Zivot jedince, a proto ji za zlomovou mizeme
oznaCit az zpétné a nelze ji identifikovat dopfedu. Nektefi badatelé se sice
pokouseji identifikovat zlomova obdobi, ¢ehoz vysledek byva casto podobny
pfiruckdm o manzelstvi, kde nalezneme, ze kritickym rokem pro manzele je
prvni az paty rok po svatbé, Sesty az devaty, desaty az tfinacty a podobneé.
Nevénujeme se tedy Casovému vymezeni zlomovych udalosti, ale tematic-
kému.

V nasem textu se soustfedime jen na ty zlomové udalosti, ve kterych ucitelé
popisuji svij dilci profesni netdspéch. Nebudeme se tedy vénovat osobnim
zlomovym udalostem (napf. rozvod, narozeni ditéte), ani vn&jSim zlomovym
udalostem (napt. vliv roku 1989 na Ceské skolstvi). Zkoumané ucitele experty
tedy pomyslné¢ nechame vypravét o svych dil¢ich profesnich netspésich.
Pfitom méjme na paméti, Ze se jedna o ucitele, ktefi se pies vSechny netspéchy
nakonec stali uzndvanym ucitelem expertem. Zlomové udalosti popisuji urcity
nevydafeny ¢in, ale pfibéh nakonec vzdy dobfe dopadne, nebot’ ucitelé zméni
své mysleni a jednani. Udalosti zobrazené v kratkych epizodach ukazuji ¢in

> Ne&kdy prekladano také jako kritické udalosti & kritické jevy.
% Vice o zlomovych obdobich jako soucasti profesni drahy ucitele viz napt. Lukas
(2007).
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ucitele, ne jen jeho mylné presvédceni, ale pfedevsim to, jak na zékladé tohoto
mylného presvédceni uclitel jednal. Zlomové udalosti maji vzdy tyto Ctyii
&asti: netisp&iné jednani, reflexe problému, pouceni a zména jednani’.

V tomto textu nas bude zajimat nejenom to, jaké profesni neuspéchy
prozivali ucitelé experti, ale jak o té€chto udalostech vypravi a jak je mozné
zlomové udalosti interpretovat. U jedné zlomové udalosti se proto casto
budeme zaobirat nejméné¢ dvéma moznymi interpretacemi, a to pohledem
vypravece a vyzkumnika.

Nebudeme se vénovat dvéma druhim udalosti, které se sice objevovaly
v rozhovorech, ale na drahu ucitele nemaji takika zadny vliv a nelze je oznacit
jako zlomové. Prvnim piipadem jsou PFehmaty, které zachycuji dil¢i netispéch
ucitele. Piikladem mutze byt epizoda ucitele FrantiSka, ktery pii provadéni
pokusu v hodiné chemie nedodrzel technicky postup, a kyselina s hoi¢ikem
vystiikla z aparatury uciteli ptimo do obliceje.

»TLaky, ze jo, uz jsem tam mél ty kyseliny hodné. Pfidal jsem hot¢ik fofrem. To

bylo zase Stésti, tehdad bézel serial, ted’ka bézel zas, jak tam ulitel Kachtik

suploval, vybuchl, tak to zrovna bylo v tu dobu, kdy ten dil tam o vikendu byl, a

oni ze zadu: hahaha. Ja fikam: "M¢é se to nemiize stdt, zapomerite, ze vybuchne

vodik, to je blbost, to jsou jen takovy filmovy pribehy.” Ono to zaélo valit, to bylo
perfektni, a uz jsem se o to nestaral, co se d&je ve vyvijeci bafice. Tak jsem si
tekl, Ze si v tom akvarku nachytdm do ty zkumavky, ono to $t€kne, oni se leknou,
strasna sranda, jesté jednou se to zopakuje, a je to. No, jenze jak jsem pfikrcil tu
hadicku, v tom akvarku, tak ten plyn se vyvijel hodné rychle, tak tam vznikl tlak

a jak Sampaiisky, tak ta vyvijeci bafika, prosté vystielila ta vyvijeci zatka, nastésti

se oteviela smérem na mé&.«*

Nikomu se nastésti nic nestalo a tato udalost byla pro ucitele dokladem
toho, jak si ,,lajdacky* chystal pokusy. Podobnych Pieklepi najdeme pouze
nekolik u kazdého ucitele.

Druhym ptikladem jsou Udéalosti tohoto tydne, které tvoii jen okrajovy
moment v profesnim piibéhu ucitele a jsou ovlivnény nahodnym setkanim
badatele a ucitele, praveé feSenym problémem ¢i pouze tim, jak badatel polozi
otazku zkoumanému uciteli. Pfikladem mtze byt ndsledujici zazitek ucitele
Petra.

7 Epizody piitom to nejsou stiznosti ucitele na $patné podminky ve §kole, &i na ministra
Skolstvi. Stiznosti uciteltt pokladame za jiny specificky zéanr, ktery zatim neni prili§
probadany.

¥ Citace G¢astniki vyzkumu maji v praci tuto podobu: mensi font pisma, zarovnani do
mensiho bloku, uvedeni jména mluvciho (ucitelka Katefina). Pokud se jedna o experta,
neni uvedena jeho funkce, ale pokud se jednéd o ucitele kolegu ¢i teditele, je to uve-
deno. Inicialy RS pak odkazuji na autora prace a sou¢asné tazatele ve vsech rozhovo-
rech.
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,Dam kratky ptiklad kluka, ktery loni vySel, absolvoval klasickou $kolu, se ¢tyf-

kama. On je napil z rakousky rodiny, babicku ma v Rakousku, co je jeho

obrovska deviza je, Ze plynné hovofi némecky. On $el na kuchare a ted’ jsem ho
potkal na zastavce minuly tyden a tak jsme spolu Zertovali, Sprymovali. Asi jsem

k nému nastavil ty vztahy dobfe, protoze prisel, takhle mé zezadu str¢il lehce a

povida Obcansky pritkaz, prosim. Od 1. unora ten kluk studuje na némeckym

gymnaziu. Je to soukromy. "Ty, ty budes studovat? Co t& to napadlo, ne?" "No, ta
némcina, vite, na tom kuchaiovi oni jsou tam hrozni pitomci, oni nic neumi, tam

se nic nenauc¢im, ja chci byt trochu lepsi. Vatit, to mé celkem bavilo, za ptl roku

jsem se néco naucil, ale asi to nebude to, co bych chtél délat. Zkusim tu skolu".

On tady v ty skole jenom piezival. To byly moje neuspéchy, ja jsem ho nedokazal

motivovat... a na ném jde vidét, Ze ta Skola s témato détma neumi pracovat, Ze na

né nebyla piipravena. Ho to tak otravilo, tak si nechal dat ty ctyfky, on to tak
prolezl. Ja netikam, Ze ten gympl dod¢la, to se mize stat, ze za pul roku... ale on
pujde na gympl.*

Ucitel Petr v daném tydnu, kdy probihal rozhovor, nahodou potkal svého
byvalého Zaka a na jeho prikladu popisuje, ze nebyl vzdy schopen motivovat
vsechny zaky. Ukazuje také, ze to neni jen jeho ,,chyba®, ale ze Skola neni
uzpusobena k praci s podobnymi zaky. Domnivame se vSak, ze podobné
udalosti nemaji vyznamnéjsi dopad.

V nasledujicim textu se proto vénujeme jen takovym zlomovym udélostem,
které maji dopad na nasledné jedndni zkoumanych ucitel. VSech Sest popi-
sovanych zlomovych udalosti se odehrava ve fazich =zacinajiciho ucitele,
zkuSeného ucitele a ucitele experta.

2.1 Sok z praxe. Kdo je na ving?
Jak piSe Danielwiczova (2001, s. 9), ,stat se ulitelem vyzaduje vytvofit si
vlastni identitu... to vyzaduje zménu identit studentl ucitelstvi v cCase.”
Piijmeme-li za fakt, ze pregradualni pfiprava je vyznamna socializac¢ni faze do
profese ucitele, pak je nezbytné se zabyvat otazkou, jaky ma vliv na profesni
rozvoj ucitele. Ward prokazal, ze ucitelé s pocitem nejistoty a nedostatkem
sebediivéry, nejsou ve vyucovani uspésni bez ohledu na kvalitu jejich pfipravy
(1987, cit. podle Volkmann, Anderson, 1998). Méni se presvédCeni studentl
ucitelstvi, nebo si vétS§inu osobnich postoji budouci ucitelé¢ jiz piinasi do
pregradualni piipravy a béhem ni je neméni (napf. Zeichner, 1987, cit. podle
Richardson, 2003, viz také Nezvalova, 2002)?

Ptechod ze studia ucitelstvi do ucitelského povolani je pojmenovan jako Sok
z reality (Lortie, 1975), protoZe existuje propast mezi znamou a bezpecnou
pozici studenta ucitelstvi a mezi pozici ucitele, ktery by mél prevzit odpoved-
nost za zaky (Eldar, 2003, s. 31). Sok z reality je mnohdy zplisoben stfetem
idealistickych vizi ziskanych béhem ptipravy na ucitelstvi s odliSnou a
nevlidnou situaci uvniti tfidy. Ucitelé Katetina, Zdena a FrantiSek popisovali,
ze behem svych prvnich uclitelskych zacatka prozivali jeden neuspéch vedle

254 PEDAGOGIKA.SK, ro¢. 2, 2011, ¢. 4

Habilitation theses

R. Svaficek



133

druhého. Nedokézali ukéznit tfidu, motivovat zadky k uceni a ohodnotit jejich
vykony. Ucitelka Katefina zazila to, co se nazyva Sok z reality, ihned béhem
prvnich tydnt vyuky, kdyZ nastoupila do 9. tfidy v prubéhu prvniho pololeti
v fijnu.

»lakze zacatek byl takovy, Ze jsem byla hrozné rada, kdyz mi piiSel nékdo na

naslech z vedeni skoly, Ze se tam dalo vibec ucit. Protoze ty décka mé vibec

neposlouchali... protoze oni méli ke mné ten vztah vice piatelsky, protoze to oni
maji k tém mlad$im uciteliim, a vSichni mi fikali, musite tam néco udélat, aby ten
klid tam byl, a ja jsem vlastné nevédéla jak.“

Ucitelka Katefina si béhem prvniho ptl roku prozila n€kolik silnych
zlomovych incidentti, kdy dokonce vybéhla se slzami ze tfidy na chodbu, kde
se dlouho uklidiovala a teprve poté se vratila do tfidy. Ackoliv se prib¢h a
mira zlomovych udalosti mezi jednotlivymi uciteli liSily, shodné pojmenova-
vali vinika Soku z praxe: nekvalitni pregradualni pfiprava. Ucitelka Katetina
v nasledujici ukdzce pienasi odpoveédnost za své neuspeéchy v zacatcich profese
na nedostatecnou pedagogicko-psychologickou pripravu.

RS: , Pfesto vam vysoka $kola dala n&jaky obraz zaka?

Ucitelka Katefina: ,,Ne.“

RS: , Vibec?*

U: ,Ne. Nechci shodit soucasnou fakultu, ale za mého pusobeni to byla

katastrofa. My jsme méli z toho pedagogického hlediska jeden semestr filozofie,

no budiz, ale zkouska byla Gplné o ni¢em, pak semestr o vyvoji, pak didaktiku,

kde jsme se zaméfili na Informatorium Skoly matetské, a to byla naSe literatura a

dal jsme se nedostali. Pak jsme se bavili o alternativni pedagogice, a to taky ne-

bylo nejstastnéjsi, protoze to byly jenom piednasky. A metodiku, tu jsme neméli
vubec. Pl semestru jsme méli Skolskych pokust. Takze z pedagogického vzdeé-
lani je toto vSechno, co jsem méla.

Nabizeji se dvé mozné interpretace vyse uvedené udalosti. Prvni interpre-
tace (ucitelskd) je jiz tradi¢ni vyklad o nedostatecné a nekvalitni ucitelské
pripravé. Druhd interpretace (badatelska) ukazuje, ze dvodem Soku z praxe
nemusi byt pouze nedostate¢na pregradualni pfiprava na prislusnych fakultach,
ale neidentifikace jedince s profesni identitou uditele. Napiiklad zkoumani
ucitelé¢ Katefina a FrantiSek sice dokoncili pregradudlni studium, ale neplano-
vali nastup do ucitelské profese. Ucitelé zastavali roli studenta vysoké Skoly,
nikoliv studenta ucitelstvi ptipravujictho se na ucitelské povoldni, a tomu
odpovidala i jejich osobni identita, postoje a hodnoty. Identita ucitele nevznika
az s jeho nastupem do prvniho zaméstnani, ale na vyvoj a formovani identity
ma pregradudlni priprava silny vliv. Tito zkoumani ucitelé byli na vysoké skole
v roli studenti, ktefi nejsou ztotoznéni s profesi ucitele, a ktefi si navic ani

PEDAGOGIKA.SK, ro¢. 2, 2011, ¢. 4 255

Habilitation theses

R. Svaficek



134

neumi profesi plné piedstavit’. Oba zminéni ugitelé uvadéli, ze si nikdy
nepfedstavovali, Ze by §li ucit a ucitelskou profesi nahlizeli jako jakasi ,,zadni
vratka® (nakonec vSak diky souhfe okolnosti pfijali misto ucitele na zakladni
Skole). Vysoka skola tak byla pro oba uclitele mistem, kde museli plnit urcité
pozadavky Skoly: chodit na ptednasky, ucit se na zkousky, ale dulezitéjsi Cast
by se dala nazvat jako studentsky zivot.

Badatelska interpretace zlomové udélosti v obdobi Soku z reality poukazuje
na Sir§i souvislosti. S nepfijetim profesni identity ucitelé nepfijimaji ani
didaktické teorie, které jsou jim nabizené na vysoké $kole'’. Diky tomu
zustavaji v profesi ucitele nejvice ovlivnéni vlastni zkusenosti ze studentskych
let zrole zaka zékladni a stfedni Skoly, nikoliv z vlastni praxe. Ucitel Karel
v nasledujici citaci explicitné popisuje, Ze si z piipravy neodnesl Zadnou
ucelenou didaktickou teorii.

,Ja jsem si tehdy myslel, Ze to tak ma byt, to je ta Skola, kterou jsem ja zazil.

Nehledal jsem néjaky, ze by se ta skola dala d¢lat jinak, viibec né¢jaky moderni

vyukovy metody, to m¢ netankovalo.... J4, co se tyka vyuky, zacal jsem od piky.

Zacal jsem prednaSkama, protoze tak jsem to znal, tak jsem to vidél na svy

zékladni skole, kterou jsem absolvoval jesté za prvniho rezimu, tak jsem to vidél

na gymnaziu. V Zivoté jsme n&jakou zajimavou... nebo néco...ne, to jsem tam
praveé jen sedé@l, ja jsem mél schopnost si to zapamatovat, ja jsem s tim problém
nemél.* (ucitel Frantisek)

Nerozvijeni psychologickych a pedagogickych teorii tak u studenta ucitel-
stvi mize vést k setrvani ve vlastnich ptredstaviach zamlzenych idealizovanou
minulosti. Ryan (1986, cit. podle Volkmann, Anderson, 1998) oznacuje obdobi
pred nastupem do praxe jako obdobi fantazie, protoze studenti a absolventi
ucitelstvi vidi sami sebe jako vyspé€lé a pecujici, zatimco zaky jako respektujici
a vdécné.

Ob¢ uvedené interpretace nemaji jen odlisné vyznéni, ale vychazeji z odlis-
ného ucelu. Ucitelska interpretace je v obdobi zacinajiciho ucitele pro daného
ucitele vyznamna tim, ze mu umoznuje identifikovat problém a nalézt jeho
feSeni. UCcitelka Katefina uvadéla, ze podobné zlomové udalosti ji nutily
k tomu ucit se znovu ,,jak mit spokojenou tiidu, jak mit to a to, jak docilit to,
aby déti poslouchaly, takze zac¢alo moje vzdélavani.“ UCcitelka v této interpre-
taci prendsi vinu za své neuspechy na vysokou skolu, coz ji uvoliuje ruce pro

? Zejména neidentifikace s profesni identitou ucitele mize mit vliv na to, e posléze
ucitelé odmitaji navazovat vztahy s jinymi uciteli (MacLure, 1993), coz nepochybné
vede k osamoceni ucitele (Eldar, 2003).

' Podle Pittardové (2003) miize byt diivodem neidentifikace s ugitelskou profesi také
jisté zklamani z prabéhu praxe v prubéhu studia. Problémy pii vyucovani (napf.
nekazen), pocit nepfinalezeni k ucitelskému sboru a frustrace mohou vést k nizsi
ochoté studentl identifikovat se s ucitelskou profesi.

256 PEDAGOGIKA.SK, ro¢. 2, 2011, ¢. 4

Habilitation theses

R. Svaficek



135

dalsi vzdélavani, které je uz ovSem cilené a reaguje na vzdélavaci potieby
daného ucitele. Nedomnivame se, Ze prenaseni odpovédnosti na nékoho jiného
je proto pouze negativni, nebot’ ucitelé to takto sami citi.

Badatelska interpretace ukazuje, ze ucitelstvi neni jen technickéd disciplina
spocivajici v ovladnuti n¢kolika metod vyuky, ale Ze stat se dobrym ucitelem
souvisi s piijetim profesni identity ucitele a odpovédnosti z toho vyplyvajici.
Interpretace vysvétluje, pro¢ vysokoskolska piiprava nemusi mit na posluchace
takovy vliv, jak by se dalo pfedpokladat a také to, ze neidentifikace s profesni
identitou ucitele mize byt onim divodem, ktery zasadné poznamenava obdobi
zacinajiciho ucitele a Sok z praxe.

2.2 Neprofesionalni ucitel

Ucitelé experti se shodovali na tom, ze at’ uz byli pfipraveni na ucitelské
povolani ¢i nikoliv, domnivali se, Ze prvofadym ukolem ucitele je predat
zaklim ptedem danou sumu znalosti. V této zlomové udalosti nazvané jako
Neprofesionalni ucitel tak ucitelé v praxi opakované narazeli na netispéch ve
snaze dostdt tomuto pozadavku v maximalni mife. Dodrzet kurikulérni plany
tak pro n¢ zpocatku bylo takika svaté, i kdyz nerealizovatelné.

»Ta moje zkuSenost byla takova a povazovala jsem za prioritni, tak jako vétSina

lidi, to uc¢ivo. To znamena, Ze ja jsem prosté jela po tom, aby, aby ty décka uméli

sCitat, odcitat, ndsobit, délit a pravé tento a vyborné. Takze co se tyCe prave té

se urcit¢ obratilo ta miska vah. Takze dneska v pili matematiky klidné odsunu

problém pisemného déleni dvoucifernym ¢islem, ale zanu se zaobirat vécmi

zivota toho, toho problému, ktery tam vyvstane z nakych divodi.” (ucitelka

Marta)

Jak uvadi ve své vypovédi ucitelka Marta, pro jeji prvni roky vyuky na
prvnim stupni bylo charakteristické koncentrovani se na ptredavani predepsa-
nych znalosti a dovednosti. Ucitelka vSak opakované prozivala netuspéch, kdyz
se pokousela dostat tohoto vytceného cile. UCitelka Zdena v nasledujici citaci
popisuje podobnou udalost, kdy selhala v plnéni danych kurikularnich osnov.

»---ja jsem piebrala tu hudebku, tady hudebka viibec décka nebavi, to je fakt
prisvih, protoze zpivat je nebavi, otevieme zpévnik, nic, tfeba ja nevim néjaky
trampsky né&jaky pisnicky jo, lidovky teda vibec, jo a ja to to tfeba moc nemam
rada taky, takze ted’ka a ted’ka ¢lovek fakt musi hledat, co v t¢ hudebce d¢lat,
dobfe nesplnim osnovy, nebudeme d¢lat noty, ... takze poslouchame Kabaty,
vytahujou to z internetu, jo musi néco zjistit vo té€ch kapelach jo, piSem si to na
tabuli ty jejich kapely jo rozepisujem Cleny kapel... a zpivaji“

Ucitelka Zdena trochu s obavou popisovala svij neuspéch, kdy neni
schopné dostat pozadavkiim na ni kladenym, ale na druhou stranu ukazuje, ze
dokazala motivovat zaky. Trochu s ostychem pfiznava, ze s zaky poslouchaji
pisné popularnich kapel, jako naptiklad Kabat.

PEDAGOGIKA.SK, ro¢. 2, 2011, ¢. 4 257

Habilitation theses

R. Svaficek



136

Ucitelé tedy pocituji tlak k piijeti takové profesni identity ucitele, ktery bude
plnit nékdy az technicky dokonale kurikulani pozadavky ptislusného minister-
stva 1 odborného diskurzu. Takova profesni identita je dlouhodobé spojovana
s konceptem ucitele-inZenyra a vyucovani jako technické discipliny. Miizeme
tedy vidét, ze ucitelé jsou schopni zfeteln€ rozlisit, jaké pozadavky by méli
plnit a vidime také, Ze prozivaji mnoho netspéchtll pfi snaze splnit tyto poza-
davky.

Teprve tehdy, kdyZ se ucitelé rozhodnou, Ze nebudou plnit tyto pozadavky,
zazivaji ispésné obdobi. Nejsou sice profesionalnim ucitelem, ale snazi se byt
ucitelem, ktery je humanista a praktik.

Zlomovou udalost jsme nazvali Neprofesionalni ucitel, ale v zddném pfi-
padé nechceme naznacit, Ze ucitele takto vidime. Za neprofesionalni se
oznacuji sami ucitelé, kdyz tikaji, ze nechtéji vyhovét pozadavkim (nejenom)
pedagogického diskurzu na roli ucitele v predavani kurikula. Zlomova udalost
tak vypravi o tom, jak ucitelé vnimaji silny tlak k pfijeti urcité profesni
identity, kterou ale odmitaji, i s védomim toho, Ze nejsou témi ,,pravymi
profesionaly*.

2.3 Pied¢asné vychazeni ze tridy do prostoru Skoly

Zkoumani ucitelé experti se zpravidla kolem tfetiho roku piisobeni ve skolstvi
setkali s drobnymi epizodickymi netspéchy pii snaze ovliviiovat déni za
hranici vlastni tfidy. Ucitelé totiz v této dobé zazivaji prvni uspéchy s nastave-
nim pravidel ve vlastni tfidé a doslova s radostnym usmévem na tvari se
pokouseji zménit déni ve Skole. O to vétsi je pro né piekvapeni, kdyz jejich
snaha narazi na nepochopeni.

Ucitelka Katefina se po tfech letech kariéry pokusila pfedat poznatky svym
kolegiim z odborného Skoleni, kterého se dobrovolné ti¢astnila ve vzdaleném
mesté o vikendech.

»Jak jsem byla na ngjakych téch 40 hodin pedagogicko-psychologickych
dovednosti ucitele a bylo tam spoustu zajimavych momentli, kdy pro mé
samotnou byly zajimavé, tak jsem to prezentovala panu fediteli a ten usoudil, ze
by bylo dobré, aby i ostatni z toho néco védeli... Nevim, jako jestli to by musel
n¢kdo jiny, nakolik $tastné jsem to prezentovala, nebo ne, ale nebylo mym cilem
n¢koho poskodit a néktefi si to brali osobné, Ze na né Gto¢im... Mélo to takové
vyznéni, ze to nezazili, aby nékdo néco takového fekl, a ze kdyby oni byli v mém
veéku [3 roky praxe], ze by si nikdy nedovolili néco takového fict, a to jsme se
potom skoro ptl roku nezdravili. To jsem obrecela a fikala jsem si, Ze neni
potieba néco takového délat, Zze kdo bude chtit, tak se zepta...”

I zde mizeme nalézt dva pohledy na tutéz udalost. Ucitelka Katefina place
nad nepochopenim jeji upfimné snahy o zménu, zatimco jeji kolegové jeji rady
povazuji za rady ,,nezkuSeného ucitele, ktery nema o ni¢em paru®. Disponovani
¢i nedisponovani moci ucitele v prostoru $koly je podle naseho soudu
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podminéno vnimanou profesni identitou daného jedince. U¢itelka Katefina byla
v popisované dobé vnimana jako zacinajici ucitelka, mozna nékterymi jako
angazovana zacinajici ucitelka. To vedlo k tomu, Ze mnozi ulitelé vnimali
prednasku Katefiny jako ,,0kradéni jejich casu®.

Ucitelka Katefina se v tomto piipad¢ stietla s jinou skupinou ucitelll, které
oznacuje jako ,pasivni ucitele”. Takové udalosti stmeluji skupiny ucitelli a
neodehrava se zde jen vzajemny stiet. Pasivni ucitelé si potvrzuji, ze jdou
spravnou cestou, a angazovani ulitelé také. Rozdil je vSak vtom, ze
angazovani ucCitelé se pristé opét pokusi ziskat moc nad skupinou pasivnich
ucitelt.

Podobné stiety s vedenim a kolegy zazivaji i ostatni ucitelé. Ale naptiklad
ucitelka Zdena v podobné epizod¢ nakonec dosahne svého. Ve tietim roce
pusobeni na Skole se ucitelka Zdena rozhodla uspotadat vanoc¢ni besidku pro
rodice zakl své tfidy, na které by zaci jeji tfidy zazpivali pasmo pisni a zahrali
nékolik scének. Na Skole se v té dobé zadné takové akce nepotadaly. Vedeni
Skoly besidku nejprve nechtelo povolit, posléze ji povolilo, aby ji dva dny pred
konanim akce pii nehod¢ na chodb¢é zakdzalo, ale posléze ji na natlak déti a
ucitelky povolilo.

,NO, a ja jsem tenkrat chtéla dé€lat tu prvni besidku, v jidelng, a oni mi ju zakazali

napted, pani zastupkyné tvrdila, Ze mi tam nikdo nepiijde a Ze otravuju rodice

pied Vanoci, jo, a ze vSichni ted’ka peCou cukrovi, a jestli si fakt myslim, Ze
nékdo pfijde, Ze su padla na hlavu, jo, takovy to bylo. Tak mi to povolila. Pak
jedna hol¢icka z mé tfidy, strasn¢ hodnd, tak tam je chodba a tam byly stary
sklenény tabulky a ta hol¢icka je trosku cvalik, ona se prosté vopfela a ta jedna
tabulka vypadla, noo, a byl z toho strasnej poprask, ze tam urcité délaji neplechu,
hol¢icka chudak brecela, protoze vona fikala, ze tam fakt se jenom vopfela, a to
bylo stary, to bylo stefily, no, a tak z toho byl jako prisvih a Ze mate to zakazany,

Ze to nebude, a fekla nam to dva dny pfed tim, jo, to bylo takovy docela blby, a

nakonec, nakonec mné to stejné povolila, piiSlo tam strasn€¢ moc lidi, bylo to

uplné€ narvany, narvand jidelna, oni se tam ty lidi viibec nevesli...“ (ucitelka

Zdena)

Kdyz se akce s obrovskym nadSenim u rodi¢ti a déti odehrala, vedeni bylo
spokojeno a pristi rok samo podnécovalo ostatni ucitele, aby pro své tiidy
organizovali vano¢ni besidky''. Byt ug¢itelka Zdena nakonec prosadila svoji
vali, celou epizodu dodnes oznacuje za nestastnou. Béhem nékolika malo dni
byla konfrontovana s vedenim Skoly a s nékterymi dal§imi skupinami uciteld,
coz pro ni byla zalezitost natolik stresujici, Ze se na dva roky stadhla do své tfidy
a neprosazovala zadné své nové napady.

" Dnes se $kola profiluje pravé na zakladé podobnych akei, navic ugitelé musi tyto
akce dokumentovat slovem i fotograficky na webovém serveru skoly.
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Ucitelé kvili podobnym epizoddm neuspéchu zjistuji, Ze nemohou plné
prosadit sviij hlas mimo svoji tfidu. S prekvapenim poznali, ze ve Skole se citili
bezmocni, ¢i mocni podle toho, v jaké komunité lidi se ocitali, nikoliv s ohle-
dem na to, jaké méli charisma ¢i napady. Az si ucitelé ujasni sviij hlas a poznaji
okolni terén skoly, budou uzavirat vztahy s riiznymi komunitami ucitelt, kde se
jejich hlasu dostane slySeni. UCcitelé se z téchto stietd pouci a priste budou
s rozmanitymi skupinami a jejich z4jmy zamérné pracovat. Socialni a profesni
identita se jim stane dal$im zdrojem pocitu uspokojeni.

Rist skupinové identity neni podle Snowa (Snow a kol., 2005) dan pouhym
uvédoménim si, do které skupiny patiim, ale soupefenim skupin mezi sebou
(angazovani ucitelé versus pasivni ucitelé) ¢i neo¢ekavanymi udélostmi, které
pfimo ¢i nepiimo ohrozuji skupinu (zavadéni Skolniho vzd€lavaciho pro-
gramu). Béhem takovych stavll dochazi k naridstu solidarity ve skuping, coz
znacné odliSuje tento typ identity od osobni a pfipsané identity.

Ucitelé od pocatku svého piasobeni vroli ucitele vnimali rozdéleni
jednotlivych ucitelit do heterogennich skupin podle jejich ideologickych
stanovisek, i kdyz z4dnd skupina neméla sviij manifest zvefejnén v psané
podobé, ale pti Castych sporech v bézném chodu skoly vysla ideologie skupiny
na povrch. Pihlasenim se k urcité identité prace ucitele na identité nekonci,
protoze ucitel musi na profesni identité dale pracovat a obhajovat pied
ostatnimi. Déje se tak skrze strategii negativniho a pozitivniho vymezovani se
vaci vlastni a jiné skuping, ¢imz jedinec posiluje svoji profesni identitu.
Strategie byva nazyvana také jako verbalni distancovani a povazuji ji za
soutast budovani profesni identity'”. Nasledujici ukazka konkrétné ukazuje
pouZivani vymezovani se vici jinym u¢itelim, kdyZ hovofi o sob¢.

RS: ,,Jak se vam dafilo v Prvni §kole?*

Ucitel Frantisek: ,,Probihalo to celé tak, Ze jsme vymysleli néjaky projektovy den,

se kterym 80 % téch zkostnatélych uciteli nesouhlasilo a téch zkostnatélych tam

bylo dost, jak jsem pochopil. Na poradé, ktera kvuli tomu byla extra svolana,

takze to je zase Cas, ze jsem nékomu ukradl ¢as.*

Verbalni distancovani zacinajicich ucitel popisuje také Doubek (1994)
vtextu o socializaci zacinajicich uclitelek do profese, kdy se negativné
vymezuji vi&i uréitym charakteristickym skupindm'’. Doubek ukazuje, jaké
vyrazy ucitelky pouZzivaji a jak mohou byt nahlizeny jako odraz odlisnych
identitnich strategii. Pfikladem je submisivni strategie ucitelky Petry:

,-..Z& zacatku jsem si jela podle svyho. A kdyz (naptiklad) jsem vid€la, ze se

voproti nim (holkdm) opozd'uju vo Ctyfi stranky v pisance, tak to na me pasobilo

dost silné.“ (Doubek, 1994, s. 366)

12 Pollettové a Jasper (2002) oznacuji tuto strategii za hovory o identité (identity talk).
" Zajimavé je, Ze se utitelky v Doubkové vyzkumu vymezuji pouze viiéi negativni
skuping, nebot’ nasi zkoumani ucitelé se vymezuji také vici idealu ¢i vzoru.
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Ucitelka Petra se vymezuje vuci jiné skupiné (holky), které je pro identitu
jedince podstatna, nebot’ vici ni se jedinec zavazuje plnit svij slib. Dulezité je
zvladnuti dané latky, coz je Petrou brano za standard dobrého ucitele. Ackoliv
naznacuje, ze se puvodné snazila vyucovat jinym zptsobem, nechce zaostavat
za skupinou urcujici na dané skole zminény standard.

Z této zlomové udalosti vyplyva velmi zvlastni poucka s moralnim pona-
ucenim: ucitel by mél nejprve ve své vlastni tfidé prokazat, ze je kvalitnim
odbornikem, cozZ je mozné sledovat jen zprostiedkované a zpovzdali. Teprve
poté muze slovo dané¢ho ucitele mit vahu. Ucitelé se tedy ve svych zacatcich
potykaji s netispéchem prosadit zmény v prostoru $koly, a proto v nasledujici
podkapitole nahlédneme, jak se jim to dafi ve fazi experta.

2.4 Skryty vliv

Zlomové udalosti, které budeme popisovat v nasledujicich tftech podkapitolach,
se odehravaji v dob¢, kdy jsou vsichni zkoumani ucitelé vnimani jako ucitelé
experti. Jak uz bylo feceno, béhem své profesni drahy se mimo jiné ucitelé uci
jednat se svymi kolegy na pracovisti. Jestlize ve fazi zacate¢nikd nedisponuji
potiebnou profesni identitou zastiténou uznanim ucitelského sboru, v obdobi
experta jiz sice Siroké uznani maji, ale jak si ukdZzeme nize, prozivaji opako-
vané profesni neuspéchy pii prosazovani zmen.

Jak vypada zlomova udalost ucitele experta? Ucitelka Vendula se po néko-
lika marnych pokusech ziskat penize od vedeni Skoly na své dalsi vzdélavani
rozhodla napsat grantovou zadost. Uspéla, ziskala na nékolik let zna¢nou sumu
penéz pro celou skolu (na psychologa, pomocného ucitele, dalsi vzdélavani
ucitelll) a nasledné postupné vyrazné posunula orientaci Skoly (8kola se
prihlasila pod jiny vzdéldvaci program Zdrava Skola). V nasledujici citaci
popisuje ucitelka Vendula zklamani z toho, Ze znacnd Cast ucitelského sboru
odmitala prijmout nabidku k dal§imu vzdélavani.

,,J0 néktefi to vnimali negativné, ale byli to ti lidi, ktefi v dobé kdy jsme tieba

ziskali n&jakej grant a méli jsme penize na vzdélani, a to m& pravé hrozné

roz€ilovalo, protoZze védéla jsem, Ze je tieba vypsany kurz, tak jsem ho prave tém
lidem o kterejch jsem védéla, Ze ti fikaji Kam vy to zase jedete a kdo to plati?

Tak tém jsem to nabizela, fikala jsem, tak bézte na kurz, zkuste se podivat nebo

pfijd’te do mé hodiny nebo a tak jako to byli ti, ktefi jako prvni fekli, ne ja, sorry

ja nemam cas a proste.”

Ucitelka Vendula ziskala finance k tomu, aby se ucitelé mohli zdarma
ucastnit jinak nakladnych osobnostné-socialnich kurzi. Ucitelka nebyla
teditelkou, a proto nemohla své kolegy do niceho formaln€ nutit (napt. k ucasti
na dal$im vzdélavani), ale vSe prosazovala ptes neformalni vliv. AvSak nekteii
ucitelé naopak rozsifuji o ucitelce nepravdivé informace po celé Skole a osobni
zivot ucitelky se dokonce stava obsahem pomluv ve Skole.

Podobné zlomové udalosti prozivaji i ostatni zkoumani ucitelé experti.
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Vzhledem k prozitym profesnim netspéchiim o pfedCasné snaze ovliviiovat
chod skoly se ucitelé uchyluji ke strategii skrytého vlivu, kterou lidové ozna-
cuji jako ,netlacit na pilu“. Strategie skrytého vlivu znamend, Ze experti
vyuzivaji nékterych udalosti k tomu, aby zamaskovali prosazovani svého vlivu.
Timto zplGsobem napiiklad vSichni ucitelé experti vyuzili pfipravu Skolniho
vzdélavaciho programu, ktery nasmérovali podle svych predstav. Dobrovolné
se piihlasili k praci na pripravé vzdélavaciho programu, aby prosadili sviij vliv
na vizi Skoly.

Oteviené zasahovani do autonomie jinych ideovych skupin na skole muze
vést ke sniZeni pozice ucitele experta. Na jedné stran€ musi byt expert (spolu se
svymi uspéchy) vidén ostatnimi uciteli, ale na druhé strané ,,ne piilis®, fikali
shodné ucitelé. Experti by podle nich m¢li obhajovat své zajmy a predstavy,
napliovat svoje touhy, ale nikoliv tak, aby nutily jiné ucitele ménit svoje zvyky
a presvédcCeni.

Podobné zlomové udalosti ukazuji, ze vétSina rozhodovacich procesti ve
$kole ma ideologicky charakter (Ball, 1987, s. 13)"*. Piikladem ideologického
boje za vzdélavaci program Skoly byla naptiklad snaha ucitelky Marty prosadit
program Obecna Skola misto programu Zakladni Skola, ktery se vSak kvili
odporu vedeni a velké ¢asti uciteld nepodatilo natrvalo zavést.

Paradoxné se tak zkoumani experti pokouseji svoje aktivity a zasahy do pro-
storu Skoly skryt.

2.5 Princip isosthenie a mentorstvi

Ackoliv sami zkoumani ucitelé povazovali podporu ve svych zacatcich za
klicovou, pokud jsem se jich dotazoval na jejich souc¢asné pohledy na podporu
zacinajicim uciteld, vyslechl jsem si obycejné piibéh, jehoz vypraveéni se neslo
v podobném duchu, jako nize uvedena epizoda.

,»Tak nabereme sedm lidi, tfem prodlouzime, zbytek bohuzel skonci, protoze se
neosveédci. To je teda na tyhle skole tvrdy sito, a nékdy si kladu otazku, jestli to
délame s téma absolventama dobfe, ale my jim dame néjaky moznosti, podporu,
mentora, a oni se musi ukazat. Bud’ to v nich je a bud’ se smotaji, budou hozeny
do vody, zacnou plavat a my jim v tom plavani pomzeme a nebo jsou hozeni do
vody a topi se, ale pomoc jim k ni¢emu neni.*

Ucitel FrantiSek ze své pozice zastupce feditele popisuje na prvni pohled
znaény neuspéech, nebot’ se Skole nedafi vybrat vhodné kvalitni ucitele. Na
jednu stranu pfiznava, Ze si neni jist, zda-li zacinajici ucitelé dostavaji
dostate¢nou podporu, na druhou stranu uvadi, ze Skola ma nastavené ,,tvrdé
sito“. Citace je prikladem isosthenie par excellence, protoZze ukazuje naprosto
bézné se vyskytujici dichotomické lieni zlomovych udalosti. Bé&hem

' Nutno dodat, Ze nékteré spory ve $kole nemaji racionalni zdivodnéni a podobu.
Mohou byt vysledkem takovych jevi, jako je zavist ¢i pomsta.
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rozhovort s uciteli se velmi Casto v jedné a té samé kratké epizod€ objevoval
jev od antickych filozofti popsany jako isosthenie. Tento princip pouZivany u
skeptickych filozofti ukazuje, Ze argument i protiargument maji stejnou vahu, a
ze odporovat je mozné takika vSemu.

Jak miiZzeme interpretovat vySe uvedenou zlomovou udélost? Hovoii ucitel
Frantisek o uspéchu ¢i neuspéchu? Nebo o obojim?

Domnivam se, ze zde ukazuje odliSnost v pojeti ucitelstvi: Jestlize budeme
zastanci osobnostniho pojeti, pak musime fici, Ze se jedna neuspéch Skoly.
Zastanci tohoto pojeti veéfi, ze lze identifikovat osobnostni charakteristiky
dobrého (idealniho) ucitele a na zaklad¢ toho pak provadét vybér nejvhodné;j-
Sich uchazect pro ucitelskou profesi (napt. pomoci baterie testit). To se tykalo
takovych charakteristik, jako je inteligence, motivace, schopnosti ¢i vék.
Podobny postoj byva oznacovan jako osobnostni paradigma.

Na zakladé¢ mnoha vyzkumi (Lowyck, Pieters, 1992) Ize tvrdit, Ze nebyl
prokazéan determinujici vliv osobnostnich charakteristik ucitele na kvalitu jeho
vyuky.

Prezentovany vyzkum ucitelt expert naopak prokazal, ze osobni identita je
klic¢ova pro vztah ucitele a zaka a vztah uditele a jeho kolegii, ale experti se
nestali zkuSenymi uciteli pouze diky svym vrozenym dispozicim. Pfiznavaji, Ze
jsou uznavanymi experty predev§im diky svému rozhodnuti stat se dobrymi
uciteli, cilevédomé praci (byt pro to pouZzivaji rozmanité terminy) a social-
nimu ocenéni. Z tohoto divodu musime fici, Ze neni vzdy mozné vybrat
idedlniho ucitele pti kratkém piijimacim pohovoru, nebot’ ucitel se expertem
teprve muze ¢i nemusi stat v pritbéhu nékolika let.

Mame také za to, Ze neni mozné, aby ucitel expert byl neustale piitomen ve
vyuce zacinajiciho ucitele. Jak ukazal Jackson (1968), ucitel se béhem jednoho
vyucovaciho dne nékoliksetkrat rozhoduje, hodnoti ¢innosti zakti a vymysli
alternativni plan pribéhu vyuky. Neni proto redlné, aby tato rozhodnuti délal za
zacinajiciho ucitele nekdo jiny: zacinajici ucitel ma ve tfid¢ stejnou zodpovéd-
nost a fesi stejné tkoly, jako ucitel expert.

Sami experti nékolikrat popisovali, jak byli pfekvapeni, Ze cviéné vyuco-
vani, mikrovyucovani nebo kratké zastupy béhem jejich pregradudlni ptipravy
se svoji povahou diametraln¢ liSily od kazdodenni prace ucitele. Student
ucitelstvi neméd za zdky zadnou zodpovédnost, v pfipadé problémi mutze
zaséhnout ptitomny pedagog, zaci se zpravidla chovaji 1épe nez pii bézné
vyuce a jsou ke studentiim ucitelstvi ohleduplné;jsi.

Zacinajici ucitel je proto ve vyuce fyzicky osamocen. Shodn¢€ jako ucitel
Frantisek, a dalsi zkoumani experti, popisuje prvni mésice zaCinajiciho ucitele
Lortie (1975), a to jako izolovanou socializaci ucitele, ktery je hozen do vody a
nauci se plavat, nebo se utopi (sink-or-swim approach).
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V pribéhu vyzkumu se navic objevily dva zajimavé aspekty mentorstvi.
Zaprvé se ukazalo, Ze institut mentorstvi je velmi konzervativni institut, nebot’
zde dochazi k predavani starych a osvédcenych vzorcli chovani. Zacinajici
ucitel by si mél osvojit metody a techniky jiného, zpravidla o generaci starsiho
ucitele. Ucitelka Aneta (2 roky praxe), které byl zkoumany ucitel expert Petr
mentorem, to popisuje pregnantné.

,Ja kdyz feknu: ,Pravitko [v hodindch ucitele Petra se zaci po proneseni tohoto

slova ucitelem narovnali]‘, tak mé poslou do haje. Kazdy mé svoje metody...

Zase se to nedd obecné uplatnit to, co on déla se tfidou. To se neda fict, ze je to

jedind spravna cesta, protoze kdokoli jinej, kdo by se ho snazil napodobit, tak se
akorat zesmésni.*

Zadruhé jestlize byl zacinajicim ucitelim pfidélen mentor, se kterym
nenavazali osobni vztahy, pak vysledek mentorské podpory byl nulovy.
Mentorstvi nelze vnimat jako institut technického ptedavani rad ¢i instruovani
nového délnika v tovarng€, a proto se jako efektivni ukézala byt emocionalni
podpora, ktera znamena predev§im pobidku k hledani vlastni cesty, poskytnuti
opory ¢i pobidnuti k experimentovani. Pokud ji ovSem poskytuje ten, se kterym
navazal u¢itel osobni vztahy"’.

2.6 Nedosazitelny idealni ucitel
Ucitelka Marta, ktera u¢i dvacatym rokem a je nejen na skole, ale i v Sirokém
profesnim okoli povazovana za ucitele experta, se zhruba v sedmém rozhovoru
priznala, Ze pted nedavnou dobou chtéla odejit ze Skolstvi.
,»NO, a ted’ka na konci zafi taky jsem si myslela, Ze neumim ucit. Taky Uplné
jeden den. Ale to je zajimavy jako viibec jsem ten problém neméla, ale naopak v
pohodé, s radosti, s tim chlapeckem, ktery mél problém a pak po mésici v patek
mi dva lidi za sebou fekli, tam je velky problém ve tfid¢ a ja jsem si ho asi ted’
piipustila ten problém. A jesté to byl patek odpoledne, no, tak to doslo. Ale to
bylo takovy dobry, to se tak odplavilo, to jsem si to vybrecela, odbrecela, jo.
Takovy ty zensky slzy zase a fekla jsem svému muzi, Ze fakt potfebuju na rok
vypadnout z toho Skolstvi a ze pljdu prosté ze Skolstvi pryc. A tak se mi smal,
ptal se, co budu délat, ja jsem fikala, Ze mi to je jedno, Ze budu tfeba uklizet a tak
tikal, jo, at’ jdu teda, no.“
Popisovand zlomova udalost ucitelky Marty poukazuje na to, ze i ucitelé
experti mohou prozivat neuspéchy ve své vlastni tfidé. Humor v této epizode je
jakymsi obrannym prosttedkem vac¢i pozadavkium Skoly (Woods, 1979), ale

vvvvvv

s vnimanim svého netspéchu.

'3 Sdileni zkuenosti mezi ugiteli a podpora, kterou si poskytuji, by podle n&kterych
neméla byt v podobé¢ ,,ukazu ti, jak se to déla“ (shodné Coldron, Smith, 1999). Zkou-
mani ucitelé fikaji, ze efektivni vyuka je odvisla od spoluprace ucitelti na Skole a
sdileni myslenek a fungujicich feseni.
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Jak vznika vnimani netispéchu? Rozvoj profesni identity je neustaly proces
ziskavani a utvareni zkuSenosti ucitele. Ucitelé se nejen pométuji s tim, kym
jsou, a kym jsou jejich kolegové, ale také s tim, kym by chtéli byt. Konceptem,
ktery je mozné pouzit pro vysvétleni vztahu profesni identity k anticipova-
nému, je identita idealniho ucitele, ktera se stava zdrojem aktivni nespokoje-
nosti. Zatimco vzorem je uciteli existujici, redlny ucitel, identita idealniho
ucitele se vztahuje k neexistujicimu uciteli. Idedlni ucitel je ten, ktery dokonale
zvlada ucitelskou roli, je to smér a cil cesty uditele, ktery, jak fikaji, nelze
nikdy nedosahnout.

Zkoumani experti se od pocatku své praxe pomeétovali s idealem.
Nejmarkantnéjsi rozdil mezi idedlem a skutecnosti si ucitelé uvédomovali jiz
béhem svych zacateCnickych let. Byl to rozpor mezi chténou a realnou
podobou ukaznénosti zaki, ale béhem kratké doby zacali objevovat dalsi, mén¢
viditelné¢ problematické rozpory. Whitehead (1989) hovoii o zitém rozporu
(living contradiction) jako o kli¢ovém okamziku reflektované praxe. Identita
idealniho ucitele vSak neni retrospektivnim pohledem zpét, jak je b&zné
v reflektované praxi (Schon, 1983), ale je anticipovanou reflexi. Koncept
v sobé& obsahuje o¢ekavani, sny, obavy a touhy uéitele, kym by chtél byt'.

A jak snetspéchem experti nakladaji? Ma ucitel moZznost se priblizit
idealnimu uciteli, nebo by se nemél ucitel poméfovat s identitou idealniho
ucitele?

Prvnim moZznym feSenim je ztotoznéni profesni identity experta a idealniho
ucitele. Doslova za sviidné oznacili néktefi ucitelé takové volani, kdy si expert
sam sobé tekne, Ze jiz dosdhl mistrovské urovne. V rozhovorech vypravéli o
tom, ze se pokousi byt t€émi, kdo nad sebou pochybuje, ale pfitom konstruk-
tivné jedna. Tato stfedni cesta se na prvni pohled jevi jako jednoducha, avsak i
pro experty je ji obtizné sledovat v kazdodennich, n€kdy stereotypnich,
¢innostech.

Druhym feSenim je odmitnuti jakéhokoliv rozporu mezi idedlem a skutec-
nosti. UCitelka Marta v nasledujici citaci hovoii o tom, Ze si ucitel muze
jednoduse fici: to neni moje chyba.

,Cloveék pochybuje, ja si myslim, Zze to je i v téch pochybnostech, ze potad se

snazim najit, pro¢ tam ta chyba je. A nékdy si to feknu zjednoduSené a feknu,

venku je Spatné pocCasi, mn¢ se Spatné pracuje, détem se Spatné pracuje a potom
za dva za tii dny zjistim, ze ja jsem udélala metodickou chybu nékde Spatné.*

(ucitelka Marta)

Ttetim feSenim je jiz zminénad aktivni nespokojenost ucitele. Zkoumani
ucitelé nejsou nejisti a nevystupuji nervozné, ale naopak jsou témi, ktefi se
odhodlali hledat cestu v nekone¢né rozmanitosti poucek a teorii. Giddens

' Podle mnoha autord (napt. Kelchtermans, Vandenberghe, 1996) je slozka orientace
na budoucnost jednou z vyznamnych soucasti profesniho ja ucitele.
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(2003) hovoti o tom, ze moderni doba s sebou pfinasi nejistotu vyplyvajici
z mnohovrstevnaté, pluralitni a rozmanité expertni pravdy. Moderni experti si
Casto protifeci, pokracuje Giddens, coz mlze vyvolavat touhu stahovat se do
soukromi. Kdyz je vSechno tak strasné slozite, jak bych se v tom mohl vyznat?
Kdyz existuje tisice rad na resSeni jednoho problému? Kdyz ekonomie neni
schopna predpoveédét globalni krizi a bezpecnostni sluzby vcasné varovat pred
teroristickymi utoky, pta se podle Giddense moderni ¢lovek. Jedna odpoved’ je
nasnad¢: nemohu délat nic, protoze s tim nic nesvedu.

Ucitelé experti zastavaji jiné presvédCeni. Experti jsou t€émi, kdo se, mozna
neobratn¢, nékdy snad i troufale, pokousi hledat feSeni vychovné-vzdelavacich
problémt. Experti jsou témi, které miizeme oznacit za aktivné nespokojené a
neustale na sob¢ pracujici jedince. Dokonce pracuji i za pracovnich podminek,
které oznaduji za nevyhovujici'’. Profesni identita experta na jedné strané a
identita idealniho ucitele vytvaii jakési magnety, které se zaroven pritahuji a
zaroven odpuzuji a tim vytvareji kyZené pracovni napéti.

Identitu idealniho uditele proto vnimame jako nedostizny, ale myslitelny a
dlouhodobé vytvareny konstrukt ucitele.

Zavér

Biograficky design zpravidla prezentuje dlouhé Zzivotni piibéhy jednoho c¢i
nekolika malo jedincii. Postup zvoleny v tomto ¢lanku je proto velkym zasa-
hem a znacné€ redukuje ziskany datovy material, zvlasté kdyz zkoumani ucitelé
vypravi nékdy i o dvacetileté kariéfe. Ackoliv je pro nas vychozim bodem
biografické vypraveni ucitelii expertt, pii analyze a interpretaci se pokousime
vytvotit obecngjsi koncept. Abstrahujeme, redukujeme, coz neni v biografic-
kém a narativnim vyzkumu pfili§ bézné. Domnivame se vSak, Ze tento postup
prace jen s nékolika malo zlomovymi udilostmi nam umoziuje dostat se
kjadru véci. Tim je pro nas proziti profesniho neuspéchu zkoumanym
expertem a podani tohoto neuspéchu pii biografickém vypravéni.

Zaprvé nam zvoleny postup umoziuje vénovat se pouze t€m zlomovym
udalostem, ve kterych ucitelé popisuji své profesni netispéchy. Bruner (1986)
hovoii o tom, Ze v naSem mysleni existuje koncept narativni jednoty (narrative
unity), coz nam umoznuje myslet v detailech o obecnych konstruktech v kon-
tinuité naseho zivota. Kontinuita se stava narativni konstrukci, ktera otevira
stavidlo mySlenek a moznosti. Jak jsme ukazali, soucésti narativni konstrukce
profesni identity ucitele experta jsou i zlomové udalosti zachycujici profesni
neuspeéchy. Nechceme timto fici pouze to, Ze vypravéni expertll nejsou jen
samé dobré zpravy, ale podtrhuje to nasi teorii o usilovné praci jedince na

"7 Podle tvrzeni viech expertl je pravdépodobné, Ze zacinajici uditel by za stejnych
podminek skolu opustil.
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profesni identité ucitele experta. S identitou ucitele experta se ¢loveék nerodi,
ackoliv se to ne¢které vyzkumy pokouseji znovu a znovu tvrdit.

Zadruhé nam zvoleny pfistup umozinuje zaobirat se s mravenci peclivosti
jednotlivymi interpretacemi danych zlomovych udalosti a pfitom byt vstiicni
ke vS§em moznym variantdm. Mozna nejlépe to mlzeme vidét hned u prvni
zlomové udalosti, kde ucitelka Katefina zdivodnuje, kdo je vinen jeji nepfi-
pravenosti na redlné podminky druhého stupné zakladni Skoly. Prostfednictvim
analyzy tohoto profesniho netspéchu v Zivoté ucitele mizeme objevit, proc je
mozné tvrdit, Ze pregradualni pfiprava nema na ucitele takika zadny vliv a proc¢
si n¢ktefi absolventi nenesou s sebou do praxe ucelenou didaktickou teorii.

Na jedné stran¢ nechceme z pozice badatele urcovat objektivnéjsi interpre-
taci dané zlomové udalosti, na druhé strané¢ vSak nechceme dat Ctenaii jen
pohled ucastnika vyzkumu v narativnim havu bez zaujatého pohledu autora
textu. Podobné jako pohled zkoumanych ucitelti, i na§ pohled vyzkumnika je
socialné konstruovan, coz vSak ani jednomu z pohledd neubira na skutecnosti.
Navic k tomu vSemu zkoumame pieci jen velmi citlivé téma, kdy se ndm se
svymi profesnimi neuspechy sveétuji dnes uspésni ucitelé.

Ukazujeme tedy, Ze interpretace jednotlivych zlomovych udélosti se nenese
v duchu pravda ¢i nepravda, sprdvna ¢i Spatna interpretace, ale Ze odlisna
presvédceni a odlisny socidlni kontext aktérti vede k jiné interpretaci. NaSe
interpretace zlomovych udalosti ukazuji, ze jejich vyznam je pro zkoumané
ucitele ovlivnén socialnim a kulturnim systémem, ve kterém jedinci ziji.
Interpretaci zlomovych udalosti tak ovlivituji nasledujici Ctyfi oblasti: biogra-
fickd odliSnost profesni dradhy jednotlivych ucditeld (viz napf. vnimand nepfi-
pravenost na Skolu u nékterych ucitelt), odlisné pojeti idedlu (viz napft. identita
idedlniho ucitele), odlisné socialni a kulturni prostfedi na danych Skolach (viz
napf. ovliviiovani chodu Skoly) a napéti mezi odliSnym sebepojeti ulitele a
pedagogickym diskurzem (viz napf. neprofesionalita ucitele).

Ctyfi vyse uvedené oblasti udrzuji ugitele v napéti, které ma pozitivni dopad
na jejich budouci profesni drahu. Jestlize jsme uvedli shodné s Lortiem (1975),
ze zacCinajici ucitelé jsou fyzicky osamoceni ve vyuce, socidlné a kulturné ve
tfidé osamoceni nejsou nikdy. Ackoliv v Ceské zdkladni Skole jsou ucitelé
fyzicky osamoceni za zavienymi dvefmi své tfidy, a ackoliv se v Ceské za-
kladni Skole netestuji a neporovnavaji vzdélavaci vysledky zakt v celondrod-
nim srovnavani, prace ucitelii je hodnocena subjekty, které nemusi byt realné
ptitomni ve $kolni tfid€¢ (viz Thomas, Thomas, 1928). Védomi toho vyvolava
napéti, které ma na ucitele zasadni formujici vliv, nebot vede ucitele
k opakované reflexi, jenz se v kazdodennim shonu muize zdat zbyte¢nd. Jak
jsme jiz uvedli, kazda zlomova udalost obsahuje Ctyii casti: netispésné jednani,
reflexi problému, pouceni a zménu jednani. Podle naseho pozorovani je
charakteristickym znakem zlomovych udalosti pouceni. Je to bod, kdy si uditel
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vytvoii novy poznatek, ktery je socialn€ a kulturn€ konstruovan. VSechny vyse
uvedené oblasti tak maji zprostfedkovany vliv na vyslednou podobu pozna-
ného. Zlomové udalosti bychom mohli nazvat také jako Udalosti netispéchu a
pouceni, nebot’ to jsou jakési zvlastni momenty v Case a prostoru, kdy si ucitel
vytvofi novy poznatek. Paradoxné tak napiiklad soupeteni ideovych skupin
v prostoru jedné Skoly vede experta k vétsim vykontim a potazmo také k praci
na své profesni identit¢.

Zatieti nam zvoleny postup umoznuje ukazat, ze zlomové udalosti maji
jedno spole&né: uditelé zam&mé pracuji na své profesni identité'®. V textu bylo
popsano, jak je mozné profesni rozvoj ucitele nahlizet pomoci zlomovych
udalosti, ktera v urcitych fazich vyvoje ucitelé fesi. Ucitelé vSak svoji profesni
identitu nebuduji nezavisle na okoli, ale naopak kontext a Cas je silnym
aspektem ovliviujicim identitu ucitele. Profesni identita ucitele neni defino-
vana jen skrze to, jak ucitel vidi sebe jako odbornika, ale zejména jak okoli vidi
ucitele jako odbornika. Profesni identita je tedy dle naseho definovana jak
skrze vidéni sebe ve vlastnim jednani, tak skrze vidéni sebe druhymi ve
vypraveni a jednani aktért skoly.

Koncept profesni identity ukazuje, Ze identita dava smysl konani
(McAdams, 1993, Bacova, 2003), proménuje se v Case a je sloZzena z n¢kolika
riznych identit, které se v nékterych bodech mohou dostavat do konfliktu.
Kazdy jedinec ma mnoho identit a nikdy se neukazuje jen jedna z nich'. I kdyz
urcity kontext mize urcité identity umocnovat.

Soucasti identity je tedy i udrzovani své identity v ¢ase. Hlavnim zdrojem
pro vytvareni identity béhem dospélosti a celého zivota je podle Macka (2003)
kognitivni oblast spolu s emocionalni strankou a se socidlnim kontextem.
Podobn¢ hovoii data: klicové je pro profesni identitu ucitele vlastni rozhodnuti
zvolit si identitu a pracovat na ni, coz je ovlivnéno zejména uspokojenim
z prace (zpétnd vazba od zakl) a uspokojenim ze socidlnich interakci
s ostatnimi aktéry Skoly. Profesni identita uclitele se vyviji po cely profesni
zivot daného jedince, a proto jeji budovani nékteti pfirovnavaji k procesu
celozivotniho uceni (napt. Day, 1999). Neni to vSak cesta, kterd je linedrné
vystaveéna, ale ma mnoho rozcesti, které musi kazdy individualni ucitel fesit.

Zactvrté nas postup narativni analyzy zlomovych udalosti upozoriiuje na
to, ze pecliva analyza zplisobu vypravéni uciteli pfinasi cenné vysledky.
Dobrym piikladem je verbalni distancovani, které mizeme pii kddovani
snadno prejit, nebot’ neobsahuje na prvni pohled nijak zajimavou (vynosnou)
informaci. To, ze ucitel FrantiSek hovoii o jinych ucitelich jako o zkost-

'® Podobné& Snow a Anderson (1987), Pittard (2003), Pollett, Jasper (2001).
' Mishler (2004) k popisu mnoho&lenné identité pouziva metaforu sboru: nejsme jen
sopran ¢i alt, ale jedna se o sbor hlast.
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natélych, neni nijak zardzejici. Teprve peclivé Cteni odhaluje, ze strategie
verbalniho distancovani neni obycejnym stéZovanim si na jinak smyslejici
kolegy, ale identitni strategii. Negativni a pozitivni vymezovani se mezi
riznymi ideologickymi skupinami ve Skole vede k posileni profesni identity
ucitele. Druhym ptikladem mutize byt nové objeveny aspekt mentorstvi, kterym
je konzervativnost této instituce. Mentorstvi byva obycejné hodnoceno jako
vynikajici systém podpory zacinajicich uditell pfimo v praxi, byt je ¢asové a
finan¢né nakladny. Jak se vSak ukazalo béhem analyzy, limitem mentorstvi
mize byt jak schopnost mentora navazat osobni vztahy se zacinajicim
ucitelem, tak jiz zminéné predavani tradi¢nich metod a didaktickych teorii.

Narativni vyzkum se zaméfenim na profesni netuspéchy tak ukazuje, jak je
vyznam jednotlivych vypravéni zprostiedkovavan skrze kulturni a socialni
systémy, a také skrze to, jak je jejich vyznam spoluvytvafen zkoumanym
ucitelem a badatelem. Na§ text se tak pokusil ukdzat, jak vznikaji vyznamy
jednotlivych udalosti v profesnim zivoté ucitele na ptikladu narativni interpre-
tace zlomovych udalosti.

Miizeme diskutovat nad vyznamy jednotlivych zlomovych udalosti, ¢i nad
podilem vyzkumnika pfi jejich znovu vypravéni v podobé odborného textu, ale
domnivame se, Ze se nam podafilo prokazat, jak narativni interpretace dokaze
spojit presvédceni, socialni vztahy a tlaky, emoce a sny jedincid. Ucitel expert
musi nejenom umét vypravét svij pribeh, ale musi jej také zit. Cesta experta
neni linedrnim pokrokem, je plnad peripetii, ne na vSechny se lze dopfedu
pripravit a ne na vSechny byli ucitelé ptipraveni.

LITERATURA

BACOVA, V. 2003. Osobna identita — konstrukcie — text — hl'adanie vyznamu.
In Cermak, 1., Hiebi¢kova, M., Macek, P. (eds.). Agrese, identita, osobnost.
Brno : Psychologicky tistav AV CR, s. 201-222. ISBN 80-8662-006-9.

BALL, S. J. 1980. Initial encounters in the classroom and the process of
establishment. In Woods, P . (Ed.). Pupil Strategies. London : Croom Helm.

BALL, S. J. 1987. The micro-politics of the school: towards a theory of school
organization. London : Methuen. 307 s. ISBN 0-41600-112-2.

BECKER, H. S., GEER, B., HUGHES, E. C., STRAUSS, A. L. 1961. Boys in
White: Student Culture in Medical School. Chicago : University of Chicago
Press.

BEIJAARD, D., MEIJER, P. C., VERLOOP, N. 2004. Reconsidering research
on teachers’ professional identity. In Teaching and Teacher Education.roC.
20, ¢. 2, s. 107-128. ISSN 0742-051X.

BERAN, J., MARES, J., JEZEK, S. 2007. Rezervované postoje uditelt
k dal§imu vzdé€lavani jako jeden z rizikovych faktort kurikularni reformy.
In Orbis scholae, roC. 2, ¢. 1, s. 111-131.

PEDAGOGIKA.SK, ro¢. 2, 2011, ¢. 4 269

Habilitation theses

R. Svafigek



148

BERGER, P. I., LUCKMANN, T. 1999. Socialni konstrukce reality. Pojednani
o sociologii védeni. Brno : CDK. ISBN 80-85959-46-1.

BRUNER, J. S. 1986. Actual minds, possible worlds. Cambridge : Harvard
University Press. ISBN 06-740-0365-9.

COLDRON, J., SMITH, R. 1999. Active location in teachers’ construction of
their professional identities. In Journal of Curriculum Studies. ro€. 31, €. 6,
s. 711-726. ISSN 0022-0272.

DANIELWICZ, J. 2001. Teaching Selves. Ildentity, Pedagogy and Teacher
Education. Albany : State University of New York. ISBN 0-7914-5003-1.
DAY, Ch. 1999. Developing Teachers. The Challenges of Lifelong Learning.

London : Falmer Press. ISBN 0-7507-0747-X.

DENSCOMBE, M. 1999. Critical Incidents and Learning about Risks: the case
of young people and their health. In Hammersley, M. (ed.). Researching
School Experience. London : Falmer Press, s. 187-203. ISBN 0-7507-0915-
4.

DILLABOUGH, J. A. 1999. Gender Politics and Conceptions of the Modern
Teacher: women, identity and professionalism. In British Journal of
Sociology of Education, ro€. 20, . 3, s. 373-394.

DOUBEK, D. 1994. Zacatek v profesi ucitele a identita — symbolicka inspirace.
In Pedagogika, roc. XLIV, s. 360-367. ISSN 0031-3815.

ELDAR, E., aj. 2003. Anatomy of success and failure: the story of three novice
teachers. In Educational Research, ro¢. 45, ¢. 1, s. 29-48. ISSN 0013-1881.

ERIKSON, E. H. 1999. Zivotni cyklus rozsifeny a dokonceny. Praha : NLN.
ISBN 80-7106-291-X.

ERIKSON, E. H. 2002. Détstvi a spolecnost. Praha : Argo. ISBN 80-7203-380-
8.

GAVORA, P. 200la. Vyskum Zivotného pribehu: ugitelka Adamova.
Pedagogika, ro¢. L1, s. 352-368. ISSN 0031-3815.

GAVORA, P. 2001b. Zivotny pribeh ucitela: metogologické hiadiska
vyskumu. In Pedagogicka revue, ro€. 53, €. 3, s. 217-236. ISSN 1335-1982.

GIDDENS, A. 2003. Diisledky modernity. Praha : Slon. ISBN 80-86429-15-6.

GILLIGAN, C. 1998. In a Different Voice. Psychological Theory and Women's
Voice. Cambridge : Harvard University Press. ISBN 0-674-44544-9.

CHAMBERLAYNE, P. 2004. Emotional retreat and social exclusion:
biographical methods in professional practice. In Journal of Social Work
Practice, roc. 18, €. 3, s. 337-350. ISSN 1465-3885.

JACKSON, P. W. 1968. Life in Classrooms. New York : Holt, Rinehart &
Winston.

JANIK, T. a kol. 2010. Kurikuldrni reforma na gymndziich v rozhovorech
s koordindtory pilotnich a partnerskych $kol. Praha : VUP, 161 s. ISBN
978-80-87000-36-6.

270 PEDAGOGIKA.SK, ro¢. 2, 2011, ¢. 4

Habilitation theses

R. Svafigek



149

KELCHTERMANS, G. 2004. Biographical Methods in the Study of Teachers'

Professional Development. In Carlgren, 1., Handal, G., Vaage, S. Teachers'

Minds and Actions: Research on Teachers' Thinking and Practice. London :
Routledge Falmer, s. 93-108.

KELCHTERMANS, G., VANDENBERGHE, R. 1993. A Teacher Is a Teacher
Is a Teacher Is a...: Teachers' Professional Development from a Biographi-
cal Perspective. Paper presented at the Annual Meeting of American
Educational Research Association. 19 s.

KELCHTERMANS, G., VANDENBERGHE, R. 1996. Becoming Political:
A Dimension in Teachers Professional Development. A Micropolotical
Analysis of Teachers Professional Biographies. Paper presented at the
Annual Meeting of American Educational Research Association. 18 s.

KLIKOVA, A. 2007. Mimo princip identity. Praha : Filosofia. ISBN 978-80-
7007-252-3.

LORTIE, D. C. 1975. The Schoolteacher. Sociological Study. Chicago :
University of Chicago Press. ISBN 0-226-49351-2.

LOWYCK, J., PIETERS, J. M. 1992. The quality of teaching: a research
programming study on the quality and the functioning of teachers
conducted for the institute of educational research in the Netherlands. Den
Haag : SVO.

LUKAS, J. 2007. Vyvoj ucitele: piehled relevantnich teorii a vyzkumi
(1. cast). In Pedagogika, ro¢. LVIL, €. 4, s. 364-379. ISSN 0031-3815.

MACEK, P. 2003. Identita jako proces: vyvojovy piistup a styly sebedefino-
vani. In Cermak, L, Hiebi¢kova, M., Macek, P. (eds.). Agrese, identita,
osobnost. Bro : Psychologicky tstav AV CR, s. 180-200. ISBN 80-8662-
006-9.

MACLUR, M. 1993. Arguing for your self: Identity as an organising principle
in teachers' jobs and lives. In British Educational Research Journal, roC. 19,
¢.4,s.311-323.

MARES, I., RYBAROVA, M. 2003. Skryté kurikulum — malo znamy parametr
klimatu vysoké skoly. In Jezek, S. (ed.). Psychosocialni klima Skoly. Brno :
MSD, s. 99-122. Dostupny z
<http://klima.pedagogika.cz/skola/sborniky.html>.

MEAD, G. H. 1967. Mind, self, and society : from the standpoint of a social
behaviorist. George H. Mead; edited and with an introduction by Charles
W. Morris. Chicago : University of Chicago Press. ISBN 0-226-51668-7.

MEASOR, L. 1989. Critical Incidents in the Classroom: Identities, Choices and
Careers. In Ball, S. J., Goodson, 1. F. (ed.). Teachers’ Lives and Careers.
Lewes: The Falmer Press, s. 61-77.

MELUCCI, A. 1996. The playing self: person and meaning in a planetary
system. Cambridge : University Press. ISBN 0-521-56482-4.

PEDAGOGIKA.SK, ro¢. 2, 2011, ¢. 4 271

Habilitation theses

R. Svafigek



150

McADAMS, D. P. 1993. The Stories We Live by. Personal Myths and the
Making of the Self. New York : Guilford Press. ISBN 1-57230-188-0.

MISHLER, E. G. 2004. Storylines: craftartists' narratives of identity. Harvard :
Harvard University Press. ISBN 0-674-01586-X.

NEZVALOVA, D. 2002. N&které trendy v pedagogické piipravé budoucich
uciteld. In Pedagogika, roc. 52, ¢. 3, s. 309-320.

NODDINGS, N. 1994. Conversation as Moral Education. In Journal of Moral
Education, roc. 23, ¢. 2, s. 107-118.

PAJAK, F. E., BLASE, J. J. 1984. Teachers in bars: from professional to
personal self. In Sociology of Education, ro¢. 57, s. 164-173. ISSN 0038-
0407.

PISOVA, M. 2010. Ugitel-expert. Piechled vyzkumnych trenddi a jejich
vysledki. In Pedagogika, roc. 60, €. 3/4, s. 242-253. ISSN 0031-3815.

PITTARD, M. M. 2003. Developing Identity: The Transition from Student to
Teacher. Paper presented at the Annual Meeting of American Educational
Research Association. 42 s.

POLLETTA, F., JASPER, J. M. 2001. Collective Identity and Social
Movements. In Annual Review of Sociology, roC. 27, s. 283-305. ISSN
0360-0572.

RICOEUR, P. 1990. Soi-méme comme un autre. Paris : Editions du Seuil,
424 s. ISBN 2-02-011458-5.

RICH, C., GAYLE, B. M., PREISS, R. W. 2006. Pedagogical Issues
Underlying Classroom Learning Techniques. In Gayle, B. M., Preiss, R. W.,
Burell, N., Allen, M. Classroom Communication and Instructional
Processes. Mahwah : Lawrence Erlbaum Associates, s. 31-42. ISBN 0-
8058-4423-6.

RICHARDSON, V. 2003. Preservice Teachers' Beliefs. In Raths, James,
McAninch, Amy C. (ed.). Teacher Beliefs and Classroom Performance:
The Impact of Teacher Education. Greenwich : SAGE. s. 1-22. ISBN 1-
59311-068-5.

RYAN, K. 1986. The Induction of New Teachers. Bloomington: Phi Delta
Kappa Educational Foundation.

SCHUTZ, A. 1967. The phenomenology of the social Word. Evanston :
Northwestern University Press.

SIKES, P. J. 1989. The Life Cycle of the Teacher. In Ball, S. J., Goodson, I. F.,
(ed.). Teachers’ Lives and Careers. Lewes : The Falmer Press. s. 27-60.

SIKES, P. J., MEASOR, L., WOODS, P. 1985. Teacher Careers. Crises and
Continuities. London : Falmer. ISBN 1-85000-067-0.

SCHON, D. A. 1983. The Reflective Practitioner. NY : Basic Books.

272 PEDAGOGIKA.SK, ro¢. 2, 2011, ¢. 4

Habilitation theses

R. Svafigek



151

SNOW, D. A., ANDERSON, L. 1987. Identity Work Among the Homeless:
The Verbal Construction and Avowal of Personal Identities. In The
American Journal of Sociology, roc. 92, €. 6, s. 1336-1371.

STRAUSS, A. L. 1997. Mirrors and Masks. The Search for Identity. New
Brunswick : Transaction Publishers. ISBN 1-56000-935-7.

STUCHLIKOVA, I 2006. Role implicitnich procesti pii utvafeni profesni
identity budoucich ucditeld. In Pedagogika, roc. 56, ¢. 1, s. 31-44.

STECH, S. 1995. Artikulace teorie a praxe v uéitelstvi (dilemata profese). In
Pedagogicka orientace, €. 15, s. 23-24.

SVARICEK, R. 2007. Zkoumani konstrukce identity uéitele. In Svaficek, R.,
Sed’ova, K. a kol.: Kvalitativni vyzkum v pedagogickych védach. Pravidla
hry. Praha : Portal. s. 335-355.

SVARICEK, R. 2009. Narativni a socidlni konstrukce profesni identity ucitele
experta. Dizertacni prace. Brno : Masarykova univerzita.

THOMAS, W. 1., THOMAS, D. S. 1928. The child in America: Behavior
problems and programs. New York : Knopf.

VOLKMANN, M. J.,, ANDERSON, M. A. 1998. Creating Professional
Identity: Dilemmas and Metaphors of a First-Year Chemistry Teacher. In
Science Education, ro¢. 82, ¢. 3, s. 293-310.

WARD, B. A. 1987. State and district structures to support initial year of
teaching programs. In Griffin, G. A., Millies, S. (Eds.). The First Years of
Teaching: Background Papers and a Proposal of Education. Chicago :
University of Illinois State Board. s. 35-64.

WHITEHEAD, J. 1989. Creating a Living Educational Theory from Questions
of the Kind, "How Do I Improve my Practice?" In Cambridge Journal of
Education, ro¢. 19, ¢. 1, s. 41-52. ISSN 0305-764X.

WOODS, P. 1979. The Divided School. London : Routledge. ISBN 0-7100-
0124-X.

WOODS, P. 1993. Critical Events in Teaching and Learning. Basingstoke :
Falmer Press.

ZEICHNER, K., TABACKNICK, R., DENSMORE, K. 1987. Individual,
institutional, and cultural influences on the development of teachers’ craft
knowledge. In Calderhead, J. Exploring Teachers‘ Thinking. London :
Cassell, s. 21-59. ISBN 0-304-31383-1.

Podékovani

Autor dékuje anonymni recenzentce za kritické komentare k predchozi, zcela
odlisné, verzi textu. Dale autor dékuje profesoru P. Gavorovi za mnohé inte-
lektualni inspirace. Tento ¢lanek vznikl v ramci projektu Komunikace ve $kolni
tfidé GA406/09/0752 financovaného Grantovou agenturou Ceské republiky.
Autor dé€kuje za poskytnutou podporu.

PEDAGOGIKA.SK, ro¢. 2, 2011, ¢. 4 273

Habilitation theses

R. Svafigek



Chapter 6: A case study of teacher

transformation in dialogic teaching practices

Roman Svafiéek

Background

Chapter 6 presents a detailed case study of a teacher’s transformation during a professional
development program aimed at fostering dialogic teaching practices. Focusing on a sixth-
grade language arts teacher who initially expressed skepticism about implementing dialogic
teaching—particularly regarding the principle of collectivity and engaging silent students—
the study examines her journey through reflective cycles informed by video recordings. These
cycles enabled the teacher to navigate critical moments of impasse, catalyzing shifts in her
beliefs and teaching methods (Rainio & Hofmann, 2021).

Employing a mixed-methods approach that combines video-stimulated reflective
interviews, classroom observations, and participation data analysis, the research provides an
in-depth examination of how the teacher’s beliefs about silent students evolved. She moved
from a deficit-based perspective to one recognizing their potential for engagement. A six-step
cyclical model of teacher change, developed within the study, captures this progression and
emphasizes the interplay between emotional support, reflective practice, and collaborative
planning. This approach aligns with Korthagen and Kessels’s (1999) critique of prescriptive-
rationalist models of teacher learning, highlighting the importance of reflection in sustainable
professional growth.

Key findings demonstrate the pivotal role of reflective video analysis in enabling the
teacher to recognize implicit biases and adjust questioning strategies. The study highlights
how scaffolding and reframing cognitively demanding questions led to increased participation
among previously disengaged students. These shifts align with Alexander’s (2017) principles
of dialogic teaching, which emphasize collectivity and inclusive classroom discourse.
Furthermore, the research by Sed’ova and Navratilovéa (2020) on silent students corroborates
the finding that targeted scaffolding can significantly enhance their engagement.

The case study underscores the significance of impasses—emotionally charged

moments of confusion—as catalysts for teacher learning. The teacher’s initial resistance to
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change was addressed through supportive, iterative dialogues with the researcher, allowing
for the confrontation and reinterpretation of teaching challenges. This process aligns with the
concept of “reflexive noticing” by Rainio and Hofmann (2021), in which teachers begin to
perceive alternative interpretations of classroom interactions, fostering a sense of possibility.
Similarly, Piaget’s (1964) concept of disequilibrium is evident, as the teacher’s experiences
disrupted established beliefs, prompting reflection and growth.

By situating these findings within the broader discourse on professional learning, the
chapter demonstrates how professional development programs for teachers can lead to
substantive changes in both beliefs and practices. It concludes by advocating for sustained,
researcher-supported teacher development initiatives that integrate video analysis and
emphasize collaboration, as these are essential for fostering meaningful, student-centered
teaching transformations. This case study encapsulates the thesis’s central themes, offering a

compelling illustration of the transformative potential of well-designed programs.
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guage arts lessons, incorporating a coaching-based approach KEYWORDS
grounded in real classroom experiences. Specifically, we examine Dialogic teaching; teacher
how this programme affected the beliefs and practices of professional development;
a sceptical teacher in relation to increasing the participation of all case study
her students in the classroom discourse. Centred on a case study of

one teacher, the research uses multiple data sources, including
video-recorded lessons and reflective interviews. The analytical

approach is interpretative, taking into account the role of the

researcher in influencing the observed phenomena. The interven-

tion involved a video-stimulated reflection on a lesson leading to an

impasse because the teacher could not work with all of the students

due to her deficit beliefs about the students. In our analysis,

a distinctive cyclical model encompassing six steps was introduced

to delineate the evolution of the teacher’s beliefs. This model

emphasises the crucial role a researcher plays in teacher learning,

particularly in providing emotional support and aiding in the colla-

borative construction of teaching methodologies. Video recordings

combined with ‘reflexive noticing’ made it possible for the teacher

to recognise alternative interpretations of silent student interac-

tions, thus challenging the previous deficit models. Recognising an

impasse — an emotionally intense point of confusion - is essential in

the process of belief alteration. The research suggests that while

reflection is important, it alone is not sufficient; genuine change

arises from teachers’ efforts to address and navigate confusion and

impasse in their practices.

1. Introduction

Current educational policies underscore the importance of teachers fostering higher
cognitive processes, propelling students towards critical thinking, and facilitating mean-
ingful discussions on pivotal subjects (European Commission 2022). This teaching
approach has garnered widespread consensus among educational theorists and practi-
tioners alike. Alexander (2017) encapsulated the idea that rich dialogic exchanges
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significantly enhance learning outcomes by advocating for the principle of collectivity:
‘teachers and children address learning tasks together, whether as a group or as
a class’ (p. 38).

For decades, empirical evidence has spotlighted a persistent issue: unequal
student participation in classroom discussions (Howe and Abedin 2013). High-
achieving students consistently receive preferential treatment; their low-achieving
counterparts, especially boys, often face criticism, limited feedback, and diminished
engagement opportunities (Good, Sikes, and Brophy 1973). How can teacher effi-
cacy be bolstered to foster rigorous, cross-curricular teaching inclusive of all
students?

Two prevalent strategies have emerged (Avalos and Assael 2006). The first strategy
entails accentuating accountability and instituting top-down reforms. However, this often
culminates in teacher resistance as it emphasises conforming to targets and evaluations,
undermining individual autonomy (Ball 2003). Such resistance was evident in Portugal’s
adoption of a new teacher appraisal policy, which strained professional relationships and
undermined mutual trust among educators (de Lima and Silva 2018; Flores 2012).

The second approach prioritises teacher professionalism, school autonomy, and foster-
ing a trusting environment. There have been successful interventions aimed at enhancing
classroom dialogue quality, as seen in studies by Alexander (2018), Boheim et al. (2021),
O’Connor et al. (2015), Schindler et al. (2015), and Sedova et al. (2016), but challenges
persist. Ambiguity surrounds teacher acceptance of novel methods (Rainio and Hofmann
2021), and concerns about variable student participation remain (Black 2004).

Both strategies can cause teacher scepticism due to perceived impositions affecting
professional relationships and autonomy. The key challenge is to create a teacher profes-
sional development (TPD) programme that reduces resistance, promotes reflective learn-
ing, and encourages teachers to adopt innovative methods that benefit all students.

2. Theoretical framework
2.1. Teacher beliefs

The importance of teacher beliefs in adopting new practices has been noted by several
authors: beliefs strongly affect one’s own behaviour (Brody 1998; Kagan 1992). The
argument has been made that teacher beliefs impact teacher instruction methods,
curriculum selection, and work with low-achieving students (Clarke and Hollingsworth
2002). Teacher beliefs are ‘one’s convictions, philosophy, or opinions about teaching and
learning’ (Haney et al. 2002, 367). People usually group consistent beliefs together, and
these beliefs serve as a filter when acquiring new information, whether the information
comes from textbooks, experts, or personal experiences.

During the implementation of dialogic teaching, it has been observed that teachers
sometimes hold the belief that some students may lack the necessary skills to respond to
open and cognitively demanding questions (Snell and Lefstein 2018). Although teachers
recognise the potential benefits of integrating argumentation into science education,
they doubt their students’ ability to participate effectively (Sampson and Blanchard 2012).

There is a recurring pattern here that is not adequately described in the literature.
Teachers hold the same beliefs as state-of-the-art theory; for example, they believe in the
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value of engaging students in learning and in high-level cognitive processes. At the same
time, teachers hold deficit beliefs about their students. They believe their students lack
the necessary skills for argumentation or answering higher-order questions.

This discrepancy is not a gap between theory and practice (Korthagen 1993); rather, it
can be considered as a kind of ‘cognitive dissonance’ (Festinger 1957). The consequences
are evident in the teacher’s actions in the classroom. A teacher with a deficit model will
lower the curriculum’s demands and will not engage students in instructional commu-
nication (Sampson and Blanchard 2012). On the other hand, a teacher with high teacher
efficacy will provide learners with sufficient scaffolding to enable them to do more than
they would without such help (Wood, Bruner, and Ross 1976).

This raises the question of how to support teachers in effectively engaging students
with lower academic performance and in shifting their beliefs about these students from
a deficit-based perspective.

2.2. From professional development to professional learning

One-time TPD programmes have been proven to be ineffective (Little 1987). This para-
digm of teacher change can also be labelled as deficit-based because it assumes that
teachers lack the knowledge and skills required by modern educational theory. The deficit
model was built on a rationalist paradigm that assumed that teachers could be taught
new methods, and that they would then change their beliefs and classroom practices
(Guskey 1986). This linear causal model has never been effective in practice (Fullan 1982).

Korthagen and Kessels (1999) presented a compelling critique of the prescriptive-
rationalist approach to the change process, advocating instead for a cyclical change
model in which teacher reflection assumes a crucial role. This paradigm shift in teacher
development underscored the indispensability of critical reflection, as posited by Dewey
(1916). Critical reflection involves a deliberate examination and interrogation of conven-
tional teaching and educational practices, often resulting in the emergence of conflicts
rooted in divergent beliefs (Achinstein 2002).

This process of critical and cyclical reflection is susceptible to the emergence of
conflicts, contradictions, uncertainties, and impasses that can disrupt the teacher’s cog-
nitive equilibrium, as described by Piaget (1964), or can encroach upon their zone of
proximal development, as articulated by Vygotsky (1978). It is imperative to recognise that
the presence of cognitive conflict is necessary for conceptual shifts in teacher practices, as
expounded by Guzzetti et al. (1993).

The new paradigm of TPD is no longer perceived in isolation as a one-time activity
aimed solely at equipping teachers for better performance, but rather as an evolving
process in which educators engage in both formal and informal learning experiences,
rooted in individual and communal contexts. It encompasses a diverse range of activities,
from formal workshops to casual peer interactions, all aimed at enhancing teaching
proficiency within real-world classroom settings (Desimone 2009).

The interconnected professional growth model (Clarke and Hollingsworth 2002) cap-
tures this shift by offering a non-linear framework that sees teacher development as
individual and context-specific, influenced by professional experimentation, interpreta-
tions, and environments. It emphasises the ‘pedagogy of teachers’ (p. 965), valuing
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teacher-driven theories for professional growth. Yet the model lacks clarity on how belief
changes impact teaching practices and vice versa (Boylan et al. 2018).

2.3. Silent students

A key characteristic highlighted in the literature on teacher learning is coherence, which
refers to how well teacher learning aligns with their existing knowledge and beliefs
(Desimone 2009; Firestone et al. 2005; Putnam and Borko 2000). This calls for a closer
look at what we know about teacher beliefs regarding the low participation levels of silent
students.

Silent students rarely participate in class discussions; when they do, their inputs are
minimal and less thoughtful. Black (2004) termed this ‘unproductive’ participation, unlike
the ‘productive’ participation that fosters learning. Kovalainen and Kumpulainen (2007)
believed that such participation was socially shaped, influenced by interactions with peers
and teachers. Teachers might exclude silent students or ask them simpler questions.
Evidence from TPD programmes has shown teachers often start to ask deeper questions
and give more detailed feedback, but still struggle with silent students (Schindler,
Groschner, and Seidel 2015). Sedova and Navratilova (2020) found that scaffolding and
sensitive engagement can boost participation from these quiet students. The main reason
all students should participate in dialogue is that individual involvement in classroom
discussions is crucial. As students engage in whole-class discussions, their achievement
improves (Larrain et al. 2019).

Keiler (2018) observed that literature often conflates teachers’ resistance to change
with scepticism. Scepticism critically evaluates claims and can protect against poor
interventions; resistance is different. The gradual integration of new practices is vital, as
rushed adaptations can falter. In one case study, Cohen (1990) discussed a math teacher’s
partial shift to constructivism, resulting in a mixed method. A teacher’s belief in change is
essential. A study by Keiler (2018) showcased a math teacher who remained unchanged
because of her disbelief in students’ capacities to learn.

Implementing collective dialogic teaching has mixed perceptions. It can boost class-
room interactions, but it can also be frustrating, causing some teachers to leave TPD
programmes (D’'Mello and Graesser 2012). The intensive demands of such approaches
deter many teachers (Resnick, Asterhan, and Clarke 2018). To address these demands and
avoid failure in our TPD programmes, we provide teachers with assistance from
a researcher through a 1:1 coaching approach specifically designed to help teachers
implement change.

3. Methods research questions addressed

This study derives from an initiative that fostered collective classroom dialogue during
sixth-grade language arts sessions. In contrast to the limited impact of brief workshops
(Kennedy 2016; Wei et al. 2009), our programme employed a coaching strategy. This
coaching framework, recognised for boosting professional growth (Kraft, Blazar, and
Hogan 2018), incorporates direct feedback and reflective practices based on authentic
classroom experiences, often spanning an academic year (Lofthouse et al. 2010).
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Mirroring the renowned My Teaching Partner (MTP) programme approach and
biweekly structure (Gregory et al. 2014), our method diverges in execution. While we
also delve into classroom discourse analysis (Mikami et al. 2011; Pianta et al. 2008), our
team record videos, use the full content in reflective interviews, and have teachers attend
group workshops. Additionally, using the EduCoM app (Svaricek and Chmelik 2018), we
provide data detailing each student’s participation during lessons.

During the 2021/2022 school year, six classes (123 students) and their teachers parti-
cipated in an intervention. The intervention involved five group workshops for teachers,
collaborative lesson planning between teachers and researchers, and video-stimulated
reflections on the lessons in teacher-researcher pairs (see Appendix 1). From 11/2021 to 2/
2022, we conducted five workshops for teachers: 1) Theories and concepts of dialogic
teaching and collectivity; 2) Teacher talk moves in dialogic teaching; 3) Focusing dialogic
talk moves on individual students; 4) Student collaborative talk in groups; and 5) Sharing
experiences with collective dialogic teaching.

The main part of the work in implementation rested on the teachers. Teachers had the
task of creating a lesson plan that met the curricular requirements for the given subject
and executing it in line with their beliefs about ideal teaching. Reflective discussions
between the researcher and the teacher then included a review discussion of the video
recording, in which we primarily addressed whether the teaching was in accordance with
the epistemology of dialogic teaching (Alexander 2017). Part of the discussions also
revolved around the plan for the next lesson.

We made eight video recordings documenting the changes in student participation
patterns. We also did entrance and exit interviews with the teachers. This paper asks the
following research questions: 1) How was the process of change in the teacher’s belief and
teaching enabled in the TPD programme? and 2) What role did impasse play in the
teacher’s learning process?

3.1. Focal teacher

We limit our study here to the case of one female teacher, Kate, who had been teaching
Czech language and literature for five years. During the research, 23 students — 11 girls
and 12 boys — attended Kate's sixth-grade class. Kate volunteered for the TPD programme;
she expressed scepticism at the beginning about the possibility of implementing the
principle of collectivity, although not about dialogic teaching specifically. Kate is an ideal
candidate for a critical case study (Patton 2014) because the effectiveness of the pro-
grammes is noticeably improved when teachers fully and voluntarily agree with the TPD
settings (Zembylas 2005).

3.2. Data analysis

We examined multiple data sources within an authentic context to understand intri-
cate educational phenomena (Greene 2007; Yin 2003). The dataset comprised video
recordings of lessons, reflective interviews centred on these recordings between the
researcher and Kate, quantitative metrics on student participation, classroom observa-
tions, and instructional materials. The primary sources for this qualitative analysis were
the reflective interviews about the teaching video recordings. Combining different
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data sources enabled a deeper understanding of Kate's professional journey, allowing
a profound exploration of causal elements, contextual prerequisites, and changes in
her teaching beliefs. ATLAS.ti software proved to be an ideal technical tool for this
purpose, accommodating both open and categorical coding, as well as the creation of
networks clustering episodes about silent students (Strauss and Corbin 1998).
Methodologically, we employed tools of linguistic ethnography (Rampton 2007). The
language of Kate's discussions in the transcripts was repeatedly analysed line-by-line
to comprehend the linguistic choices in specific contexts and to discern underlying
beliefs and norms.

None of Kate's statements were seen in isolation. Leveraging sophisticated software
tools, we crafted intricate developmental trajectories tied to conceptual maps of evolving
teacher beliefs and sought patterns across cases (Miles and Huberman 1994). We then
examined the data visually using video recordings and juxtaposed the findings from the
verbal analysis with insights from the visual analysis.

From an epistemological standpoint, the researcher operated within an interpretative
paradigm (Myers 2009). This entails the epistemological challenge of viewing the data
through Kate’s lens. The researcher did not regard himself as an objective observer but
critically analysed the potential role he might have played in shaping the phenomena
being studied (Putnam and Borko 2000).

3.3. Research ethics

Given the sensitivity of our research, we prioritised rigorous ethical preparation.
Before commencing, we informed participants and their parents about the study’s
ethical standards: data confidentiality, pseudo-anonymisation processes, and the
option to opt out. We obtained written informed consent forms from parents and
oral consent from their children. Moreover, we secured permission for video and
audio recordings that were later anonymised using pseudonyms for analysis. To
synchronise data across different study phases, we assigned anonymous codes to
students, known only to their teachers. This ensured the confidentiality of individual
student data, with only the anonymised aggregate class results accessible. Both
parents and students had the option to decline to participate. If they chose this
route, we excluded the selected class from the research and approached an alter-
native one. Notably, participation came with no financial incentives for parents or
students. No ethical board approval was required for this project.

4. Findings

The research results present the transformative journey of a teacher’s beliefs and beha-
viours following their participation in a TPD programme across the six consecutive steps
of a new model representing teacher change (Figure 1).

159 Habilitation theses R. Svafigek



316 R. SVARICEK

Implementation
1.

Reflection and
confrontation

/

Counter
m
move Impasse .
[ [
L n . .
€ss0 Distraction
planning , 6.

Figure 1. Model of teacher change.

4.1. From dialogic teaching workshops to practical implementation
(implementation phase)

In the first interview, the teacher expressed some scepticism about being able to engage
all of the students: It is not realistic for me to get all the kids engaged, to get all of them to
speak.

She identified two groups of students, undisciplined students and silent students, as
the main reason she was unable to get all the students involved in the discussions. The
teacher mentioned Liam, who often shouted that he wanted to be called on and verbally
expressed his disappointment when the teacher did not call on him. The teacher
described the silent student Dylan in the following way:

Excerpt 1: Entrance interview between the teacher and the researcher

1 Teacher: But he [Dylan] simply, he really just sits and is completely passive. When | call
on him, he usually does not know anything. So | am afraid that also his knowledge will
be rather poor. And he never takes the initiative to raise his hand. So | don’t see any
clear tendency of his to get involved.

The teacher added one more characteristic to the previous attributes of silent students.
She described the student using both the concept of engagement (completely passive,
never raises his hand, no tendency to get involved) and the concept of knowledge (does not
know anything, knowledge will be rather poor). Kate's deficit-based perspective towards
silent students can be seen in her words.

4.2. A closer look at the “silent’ student eve (reflection and confrontation phase)

The first lesson conducted dealt with fables. The students were reading an excerpt from
a story titled ‘The Tale of the Doomed Prince’ in their textbooks. In a reflective interview,
the teacher expressed her satisfaction with the way the lesson had unfolded and
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answered the question of whether she managed to engage silent students with Quite well,
noting an exception in the student Eve, who in Kate’s opinion again did not know
anything. The transcript of a section of the lesson (Excerpt 2) and the teacher’s response
in the reflective interview (Excerpt 3) are presented here.

In the story the students were reading, seven fate-telling goddesses came to the palace
after the prince was born and foretold that ‘Either a crocodile, a snake, or a dog will be
your death’. The teacher stopped reading the excerpt halfway and prompted the stu-
dents: Try to guess how the story about the prince will develop.

Excerpt 2: First intervention lesson

1 Teacher: (Eve repeatedly raises her hand and repeatedly lowers it; in each case, other
students are called on) Eve, any other idea?

2 Eve: He will simply die.
3 Teacher: Eve thinks that the prince is going to die. OK. And how, specifically?

4 Eve: But not because of the animals [that are supposed to kill him according to the
prophecy].

5 Teacher: In some other way. Any idea in what way?

6 Students: From old age (some students shout out)

7 Teacher: You say from old age in the meanwhile.

8 Eve: Ehm. (5 s) Not from old age.

9 Teacher: Not from old age? How then?

10 Eve: (shaking her left hand nervously up and down, 5 s) | don’t know.
11 Teacher: | don't know (laughing) OK, let’s continue.

The student Eve repeatedly raised her hand and lowered it when another student was
called on. When she was called on, she acted nervous, shook her head, and eventually
shook her whole hand to indicate that she could not determine the answer. Eve
responded altogether four times to the teacher’s questions: she replied that the prince
would die (line 2); in response to the teacher’s uptake, she made her reply more specific
by saying that the animals from the prophecy would not cause his death (line 4); after the
teacher’s second uptake, two students shouted out the answer instead of Eve and the
teacher put forward the third uptake (line 9); and after five seconds of nervous hand-
shaking, Eve replied for the fourth time with I don’t know (line 11). Teacher Kate described
this situation as follows:

Excerpt 3: Reflective interview between the teacher and the researcher after the first
intervention lesson

1 Teacher: There was this girl Eve, who, out of whom | tried to dig the answer, that was
probably already in the beginning. And she, | intentionally did not give up, that | kept
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asking and she, it was clear that she really did not know and she was there kind of numb
and in the end after 30 seconds of silence we eventually wound it up with her ‘l doon't
knoow’ (slowly) and in the end nothing really fell out of her (laughing), well, probably
| don’t know then, she seemed unable to say anything then.

Kate says that she was trying to dig out, intentionally did not give up, and kept asking. The
teacher further described this case as an example of a silent student who did not know,
nothing fell out of her, and seemed unable to say anything.

However, the excerpt from the lesson did not illustrate the poor knowledge of a silent
student that was a source of the teacher’s scepticism in regard to the principle of
collectivity. Eve’s answer cannot be viewed as a lack of knowledge because the teacher’s
question Try to guess how the story about the prince will develop did not concern knowl-
edge but creativity. The students’ task was to create any answer because the question was
open, and it is not possible to say that one answer was right or wrong as the story could
have any kind of ending.

The researcher observed Eve frequently raising her hand and appearing nervous.
In a subsequent interview, the teacher acknowledged her limited knowledge of
Eve, due to her many absences. The researcher then proposed presenting detailed
data on student response durations in the next interview, using the EduCoM
application.

4.3. Reactions to video-based reflections (counter move phase)

In the reflective phase, in which the teacher reviewed video recordings, three distinct
reactions were observed that we collectively categorise as counter moves. These reactions
encompassed: externalisation of oversights, ignoring, and denial. Such counter moves
arose as defensive responses of the teacher when faced with discrepancies highlighted by
the video recording. These reactions were not solely reflective in nature; they also
signified a protective strategy employed when the teacher encountered criticism based
on video data.

The externalisation of oversights is evident in prior excerpts. In Excerpt 2, the teacher
described repeatedly prompting Eve to give an answer but not getting any answer from
her even after 30 s of silence. This oversight was attributed to the student. In another
scenario, the teacher recalled a challenging task, noting phrases such as they were really
not shooting answers at me and they just waited for me to say it. This portrayal places the
onus on the students’ inability to handle the task, without considering whether the
teacher’s assessment of task difficulty was appropriate.

Ignoring manifested when the teacher realised, upon reviewing the video with the
researcher, that events unfolded differently than previously described. A frequent
response was, I'm glad, | hadn’t noticed this.

Lastly, denial came into play when the researcher proposed a specific teaching
method. The teacher’s retort, | also do that and I've been using this for a long time, signifies
this defensive posture. This reaction is cognitively rooted, melding the logic of inductive
reasoning with emotional components. The underlying presumption is that even if
a counterexample exists, it does not necessarily refute the original statement. Such
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counterexamples could emerge from measurement discrepancies or oversights by
students.

4.4. Fostering trust and effectiveness (lesson planning phase)

Lesson planning, particularly for engaging silent students, was discussed during the
reflective interviews. Due to uncertain timing for the next lesson’s recording, the teacher
shared her plans without a specific curriculum alignment. The researcher suggested that
the teacher could email him if she needed planning assistance. When she emailed
a detailed plan to the researcher, he advised streamlining the activities for a 45-minute
lesson. Implementing his suggestions, the lesson flowed seamlessly, and students
enjoyed the structured activities. The teacher acknowledged the value of these new
methods. Though not an original TPD component, they eagerly continued this detailed
collaborative planning. The teacher began providing comprehensive plans, including
teaching methods, and later integrated the researcher’s feedback in their discussions.

4.5. Impasse in instruction: a teacher’s dilemma (impasse phase)

From the perspective of learning, the counter move appears to be a problematic strategy
because it does not involve reflection on the situation and learning and therefore the
researcher returns to confrontation in the next step, which brings about an impasse.

Out of all the silent students, the teacher was least successful in activating the student
Dylan. The teacher called on Dylan in a lesson dealing with the mythical musician Orpheus
who set out on a journey to the underworld to search for his love Eurydice. The teacher
interrupted the reading of the story by the student Harry and asked Dylan a question
about his understanding of the expression ‘was overcome with light-headedness'. The
student camera shows that Dylan was talking to his seatmate when the excerpt was
being read, without having his textbook open. The teacher used her question to Dylan as
a disciplinary technique, to make him stop talking with his classmate. The teacher
reformulated the question and waited for 3 s, but Dylan remained silent, and the teacher
called on another student.

We have discovered three oversights in this excerpt. First, the teacher used a closed
cognitively demanding disciplining question. Second, she did not provide scaffolding for
him to arrive at the answer. Third, she asked a silent low-achieving student a cognitively
demanding question. Kate was confronted with a video recording of this sequence in the
follow-up reflective interview.

Excerpt 4: Reflective interview between the teacher and the researcher after second
intervention lesson

1 Teacher: And then Dylan, nothing came out of him...

2 Researcher: He did not respond, and you cut him off too quickly. I'll show you; it is clear.
(plays the video recording)

3 Teacher: OK, that's possible (laughing).
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4 Researcher: ‘She was overcome with light-headedness’. You ask about the meaning and
right away rush to Harry who raised his hand.

7 Teacher: | see.
8 Researcher: And he says it for him [Dylan].
7 Teacher: | see. He is really not paying attention, is he? (watching the sequence once more)

8 Researcher: Well, | just think that he really needs special treatment, this student, you ask
him, and he bows his head, try to pass the ball to him, or try to say something like ‘look
again in the text'... try to give him a hint, such as ‘let’s stay with the text".

9 Teacher: Ehm.

10 Researcher: Here we can see that this activated him in some way, right, but instead
you cut the interaction off, which is a pity.

11 Teacher: Yes. But what am | ... [to do about it]?

The researcher played the video recording and after that the teacher laughingly admitted
her oversight (line 3). The teacher noticed when the student did not respond to her
request for an answer (line 7). Subsequently, the researcher suggested how the teacher
could respond to incorrect or missing replies in a more appropriate way (line 8). The
teacher did not respond to these suggestions with a counter move, but by acknowledging
the usefulness of the advice. The last line of the excerpt revealed the teacher’s help-
lessness in activating the student in the situation (line 11). The teacher’s face and posture
also revealed deep confusion and frustration.

8.6. Surprise from activated silent student (distraction phase)

In the next lesson, the story of Orpheus continued, and the teacher focused on building
reading literacy and used the technique of completing a story, as in the first intervention
lesson (Excerpt 3). In the subsequent reflection on the video recording, the researcher
deliberately showed the example of the silent student Tyler, who achieved an average
time of 3 s per lesson in the pre-lessons, 5 s in the first intervention lesson, 9 s in
the second, and 16 s in the reflected third lesson. Tyler was called on three times
altogether in the lesson; the first time he replied to the question Why didn't he succeed?
with | don’t know, but the teacher immediately prompted him again with a reformulated
question Do you think it’s a dangerous journey?, thereby reducing the cognitive demand of
the question from a higher open-ended to a lower close-ended one. Tyler answered
Probably yes, and the teacher finally called on other students who raised their hands, to
return after five turns to Tyler, who raised his hand to give the answer | would think that
[Eurydice and Orpheus] will live together in that dead world. The teacher enthusiastically
replied That’s a good guess.

Excerpt 5: Reflective interview between the teacher and the researcher after third inter-
vention lesson

1 Researcher: He says ‘l don’t know’, and you respond to it, which | think is great, isn't it?
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2 Teacher: Ehm.

3 Researcher: Zoe knows it, because she’s read it. (the teacher is laughing) And she is able
to give a better [answer] on the spot. But here we can see that you activated him, even
though he does not know, you try twice and he after a while, being surprised, and he in
a while takes the initiative by raising his hand...

4 Teacher: (laughing) | was really surprised by his answer... | read a bit more simplified
version. .. And it ends with Orpheus dying and them meeting in the other world
actually, yeah, he was right. And | was completely surprised that he got this idea
himself (laughing). That he got it, yeah, that surprised me, his answer, to be honest. Well
done.

9 Researcher: But really for a few long seconds he was in fact thinking about the answer.
10 Teacher: Ehm.
The excerpt captures a mechanism that worked for the student — repeated activation of
the student led to the student raising his hand with a response to the teacher’s original
higher cognitively demanding question (line 3). The teacher’s subsequent reaction, it
surprised me, which is repeated three times, indicates a possible change in the teacher’s
conceptualisation of the student. The new opportunity provided to the student brought
about a cognitive surprise in the teacher, who had a lower opinion of the student’s
abilities.

The student’s answer challenged the original thesis that the students did not have
sufficient competence and knowledge to engage in dialogic teaching. The teacher
successfully achieved a change with a silent student. When we look at Kate's work with
Tyler, we see an increase in his engagement in class communication, from 3 s in pre-
lessons to 30 s in post-lessons — a tenfold increase.

5. Discussion

This case study shows the transformation of a teacher’s practice and belief as a result of
participation in a TPD programme focused on the principle of collectivity in dialogic
teaching. To address both research questions, we applied a cyclical model (Figure 1) to
describe the change. The model consists of six steps corresponding to subchapters 4.1-
4.6. For the first research question, ‘How was the process of change in the teacher’s belief
and teaching enabled in the TPD programme?, points 1 and 2 respond. For the second
question, ‘What role did the impasse play in the teacher’s learning process?, point 3
provides the answer. Our model deviates from existing models (see chapter 2.2) in
three primary ways.

First, most research overlooks the researcher’s role in teacher learning (Bergh, Ros, and
Beijaard, 2014), whereas our model emphasises their significance in multiple steps,
including emotional support and collaborative construction of teaching methodologies
(Clarke and Hollingsworth 2002).

Without a supportive, constructive, and trust-filled environment, transformative
change remains elusive, and progress often stagnates at step 3: Counter move. The
significance of trust-building within the coaching process has been underscored in
previous studies (Zwart et al. 2007), and collaborative lesson planning has emerged as
an essential mechanism for fostering such trust (Wake, Foster, and Swan 2013).
Considering the inherent challenges associated with change, which can be perceived as
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deeply unsettling (Guskey 2002, 386), creating a secure learning environment for the
teacher is indispensable.

The importance of a safe environment is most evident in the phases when teachers are
confronted with a different perspective (step 2), and when they find themselves in an
intractable situation (step 5). The researcher, utilising reflective interviews, can adeptly
identify moments when teachers show confusion or face problems. Their interventions,
crucial for preventing escalating frustration, consider individual differences in frustration
perception, as highlighted by Lodge et al. (2018). Beyond identification, researchers can
proactively address these impasses (step 5), turning them into learning opportunities by
highlighting successful interactions with silent students (step 6).

Second, while our approach retains Korthagen’s cyclical element of change
(Korthagen and Kessels 1999), it incorporates two core components: theory and
data. Theory plays a role during implementation (step 1) and it also serves as an
arbiter providing invaluable support in many key decisions, whether in video observa-
tion (step 2), lesson planning (step 4), or during the most challenging part, the
impasse (step 5).

The two most important data sources for teacher learning were accurate records of
who was speaking in the lesson and video recordings of the lesson. Contrary to the
common belief that teachers are always aware of student talk time during the classroom
discourse, the teacher Kate found the EduCoM application (Svaricek and Chmelik 2018)
invaluable. She explicitly mentioned that the contributions of silent students often went
unnoticed, saying, In my opinion, it's one of the things I fail to perceive in the classroom.

A fundamental contribution to the change in practice and the shift in beliefs towards
collectivity were the video recordings. A teacher’s beliefs significantly influence change
implementation (Brody 1998), and identifying scepticism helps the researcher focus on
silent students during reflective video reviews. Repeated presentations of the interactions
with silent students that deviated from the teacher’s deficit model suggested that things
could be different (see Excerpt 8, line 7). Rainio and Hofmann termed this phenomenon
‘reflexive noticing’ (2021) — when noticing a different interpretation, there is no defence or
shutdown on the part of the teacher, but rather ‘sustaining a puzzle, reflecting on it, and
connecting it to a need to change, in this way creating “a sense of the possible” (p. 741).
Reflexive noticing is not a guarantee of change, but rather an opening of the possibility on
the part of the teacher that another, alternative version of interpretation could be
recognised.

Third, our approach bridges a gap in understanding the teacher learning process
(Boylan et al. 2018). Teacher educators frequently hope that teachers will replace
misguided beliefs with more constructive ones. Yet, as Brouseau and Freeman
(1988) highlighted, the belief change process is multifaceted and not so straight-
forward. When repeated contradictory information is encountered, change is sel-
dom spurred. We observed that the teacher Kate refuted the information by
employing a counter move defence strategy (step 3). She did not use counter
moves as a specific activity; counter moves are a constant dimension of social
interactions that individuals use to save face when they feel threatened (Vedder-
Weiss, Segal, and Lefstein 2019).

An important breakthrough in this point is recognising an impasse. An impasse brings
with it the destabilisation of discourse (Rainio and Hofmann 2021), shifting from the
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equilibrium established over years of dedication and hard work to a state of disequili-
brium (Piaget 1964) and negative emotions (Sedova et al. 2017). This is an emotionally
intense moment, and defensive strategies and tried-and-true lists of ‘tips and tricks’
cannot be employed to navigate out of it.

How can an impasse lead to a change in beliefs? Before we reach an answer, it
is important to recognise that teacher beliefs are a group of consistent beliefs
related to their experiences of teaching and learning. If a teacher holds a deficit-
based perspective towards their students, it is supported by concrete conceptua-
lisations of specific students. In our research, it is clear that the conceptualisations
about Eve, Dylan, and Tyler created a tacit breeding ground for a deficit perspec-
tive. Furthermore, we have shown that these conceptualisations of silent students
are resistant to change (Rainio and Hofmann 2021).

Changing the conceptualisation of a particular student does not automatically
mean that the teacher changes their beliefs about all the silent students. For this
to occur, there must be repeated examples that challenge the deficit model, and
these must also result from the teacher’s efforts. This can then lead to a shift from
a deficit model perspective of that particular group of students. The teacher must
firmly believe that getting silent students to talk is largely their own accomplish-
ment. This idea aligns with Gross’'s (1993) findings, which illustrated that direct
interactions with students can significantly reshape teacher perceptions. Within
these interactions, students share their perspectives, enabling teachers to view
them in a renewed light. We postulate that genuine teacher learning is closely
tied to their real-world teaching experiences and their teaching methodologies.
Only then can there be a transformation of the teacher’s conceptual belief that
achieving the collectivity of dialogic teaching is not directly dependent on the
students, but on the teacher, who can encourage them to talk using a variety of
didactic strategies.

The research underscores that while reflection is crucial, it alone is not adequate for altering
teacher beliefs during intervention programmes (Hoekstra et al. 2009). We contend that an
impasse is also a necessary but insufficient condition. Transforming an impasse into a learning
opportunity takes several steps, as delineated in our model. The shift in a teacher’s perspective
is not merely precipitated by confusion or impasse. Instead, learning manifests as the
cognitive endeavour undertaken by the teacher to address this confusion (D'Mello and
Graesser 2012).

6. Limitations of the study and future directions

This empirical TPD study involved collaboration between a teacher and a researcher, within
a larger research study of 12 teachers and 8 researchers. The teacher Kate collaborated with
her peers; the researcher was the lead researcher who coordinated the team. The case study
design, although offering deep insights, has limits on how much it can be generalised, as was
observed by Cohen (1990), Schindler et al. (2015), Sedova (2017), and Keiler (2018). Our study’s
focal teacher, Kate, was relatively new to the profession, with only five years of teaching
experience at the beginning of the TPD programme. Rainio and Hofmann (2021) found that
their TPD programme enhanced dialogic teaching and that novices showed marked improve-
ments in dialogic teaching indicators post-programme; it is imperative to note that other
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comparative research has suggested that length of teaching experience influences teacher
engagement and subsequent student outcomes (Hanushek and Rivkin 2012). Our observa-
tions lasted an academic year, giving limited insight into sustainability (Desimone 2009), with
dynamic student demographics posing challenges for future long-term research.

Future research could explore the outcomes in the year following the conclusion of the
TPD programme in order to capture the sustainability of new teacher practices.
Furthermore, we believe that the analysis of interviews between the researcher and the
teacher, specifically the analysis of teacher discourse, merits a more meticulous examina-
tion. Theoretically, several notable concepts exist, such as ‘pedagogically productive talk’
(Lefstein, Vedder-Weiss, and Segal 2020), that have not yet been empirically tested. During
the research, we discovered that increasing teacher efficacy plays a role in the process of
transforming teacher beliefs and practice, which is as yet undocumented in the literature.
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Conclusions: Advancing dialogic education
through classroom discourse and teacher

professional development

Roman Svaiicek

This thesis offers a comprehensive examination of classroom discourse and teacher
professional development through the lens of dialogic education. By integrating empirical
research on teacher questioning and professional growth, it presents a cohesive perspective on
transforming educational practices to foster meaningful learning experiences while advancing

theoretical understandings in the field.

Reimagining Classroom Discourse

Classroom discourse can be approached in two fundamentally distinct ways. The first, termed
the pedagogization of reality, conceptualizes education as the extraction of knowledge from
its natural context, restructuring it through didactic techniques, and transferring simplified
content to students. This transmissive model reduces learning to the acquisition of fragmented
knowledge, prioritizing efficiency over depth, and often neglects critical dimensions such as
teacher cognition and reflective practices (Gage, 1978).

In contrast, dialogic education, as advocated in this thesis, reimagines classroom
discourse as a dynamic and collaborative process. Rooted in Bakhtin’s (1981) theory of
dialogism, this approach emphasizes the classroom as a dialogic ecosystem in which meaning
arises through the interaction of diverse voices and perspectives. Students become active
participants, engaging in higher-order cognitive processes facilitated by elaborative feedback.
Dialogic teaching equips students with the competencies necessary to address future,
unresolved challenges while acknowledging the essential role of subject matter knowledge
(Alexander, 2006; Anderson & Krathwohl, 2001). As Alexander (2006) argued, cumulative
instruction is essential for fostering both higher-order cognitive skills (Anderson &
Krathwohl, 2001) and competencies. Stech (2009) echoed this perspective, noting that
“students’ competences in the school environment are more of a ‘by-product of working with
knowledge’” (p. 106).
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This perspective is substantiated by a robust body of empirical research demonstrating
the efficacy of dialogic teaching in enhancing student learning outcomes across various
educational contexts. Studies have consistently shown that increased student participation in
classroom discourse fosters deeper understanding, critical thinking, and improved retention of
material (Alexander, 2006; Mercer & Howe, 2012; Mercer & Littleton, 2007). Specifically,
our research published in Learning and Instruction (Sed’ova et al., 2019) provides compelling
evidence that when teachers adopt dialogic teaching practices, students speak more and
engage in higher-quality discourse that promotes cognitive development and meaningful
learning. The findings indicate a positive correlation between the extent of student
contributions to classroom dialogue and their academic achievement.

This dialogic model transcends mere knowledge transfer, fostering the co-construction
of new meanings and empowering students to actively shape their futures. By emphasizing
collaboration, it enables students and teachers to jointly reflect on contemporary challenges,
synthesize diverse perspectives, and co-create solutions.

The findings of this research have practical implications and also contribute
significantly to the advancement of educational theory. By critically analyzing the limitations
of traditional teacher questioning methods, this thesis extends the theoretical discourse on
classroom interaction. It illuminates the mechanisms by which dialogic practices transform
educational ecosystems, providing empirical support for theories that advocate for more
interactive and student-centered learning environments.

Teacher questioning emerges not merely as an instructional strategy but as a cultural
artifact, shaped by historical practices and social norms (Engestrom, 1987). When these
practices reinforce hierarchical structures, they perpetuate the existing social order, limiting
opportunities for transformative learning. By expanding upon existing models, such as
Bernstein’s (2000) concept of “didactic emptiness” and the Initiation-Response-Feedback
pattern (Nystrand et al., 2003), this work offers a nuanced understanding of how dialogic
questioning strategies can overcome the cognitive disconnect inherent in surface-level
classroom interactions. The research enriches theoretical frameworks by demonstrating how
deliberate, open-ended questioning fosters deeper cognitive engagement and collaborative

knowledge construction.
Teacher Professional Development

Understanding the complexities of teacher learning is essential for facilitating the shift toward

dialogic education. Professional development is a dynamic, multifaceted process influenced

174 Habilitation theses R. Svaricek



by social context, personal reflection, and interactions with others. Teachers navigate multiple
professional identities, with growth resembling a lifelong learning journey marked by
numerous crossroads requiring individual navigation (Day, 1999).

Chapters 4 and 6, drawing on my empirical research, illustrate how challenges,
obstacles, and apparent dead ends can be reframed as learning opportunities. By providing
new data and theoretical insights, this work enriches existing theories and offers fresh
perspectives on teacher development. These findings reinforce the importance of reflection as
a pathway to learning (e.g., the ALACT model), emphasizing the need to contextualize
learning through both empirical data and theoretical frameworks.

This approach builds upon Korthagen’s cyclical model of change (Korthagen &
Kessels, 1999) by adding two essential components that were previously absent: theory and
data. Without an existing theoretical framework, it is not possible to know which techniques,
methods, and objectives from the broad available repertoire are appropriate. Similarly,
without data, we would be unable to determine whether the implementation of new changes is
effective. Furthermore, reflection without substantive content would be empty; we would
have nothing upon which to reflect. As Schon (1983) emphasized, reflection must be
grounded in concrete experiences and data to be meaningful; otherwise, it becomes merely a
verbal exercise or contemplative activity without practical impact.

A key tool for providing teachers with data and supporting their development is video
recording. Video recordings emerged as a pivotal instrument for fostering changes in practice
and shifting teacher beliefs, significantly influencing the implementation of change (Brody,
1998). Through reflective video reviews, teachers can critically examine their own practices.
Highlighting interactions with silent students, particularly those deviating from the teacher’s
deficit model, offered compelling evidence that alternative interpretations are possible.

Rainio and Hofmann (2021) described this process as “reflexive noticing,” in which
teachers sustain a puzzle, reflect on it, and connect it to a need for change, thereby fostering
“a sense of the possible” (p. 741). While reflexive noticing does not guarantee change, it
creates an opening for teachers to consider alternative interpretations and pathways for
professional growth.

However, while reflexive noticing initiates the possibility for change, it alone may not
be sufficient to alter entrenched beliefs or practices. Teachers, much like students, require
data, feedback, and scaffolding to support their learning processes. Critical incidents or
impasses, although necessary to trigger reflection, require deliberate effort and guided support

to be transformed into meaningful learning opportunities. The shift in a teacher’s perspective
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is not merely precipitated by confusion or impasse; rather, learning manifests as the cognitive
endeavor undertaken by the teacher to address and resolve this confusion (D’Mello &
Graesser, 2012).

Future research directions
While this thesis advances our understanding of dialogic education and teacher development,

it also identifies areas for future exploration. Two key directions emerge.

Analyzing teacher—researcher dialogues in the learning process: Another promising avenue is
the meticulous examination of the dialogues between teachers and researchers during the
professional development process. Analyzing these interactions could yield new insights into
the nature of collaborative learning and the co-construction of knowledge between educators
and researchers. The concept of “pedagogically productive talk” (Lefstein, Vedder-Weiss, &
Segal, 2020) offers a theoretical framework for such analysis but has yet to be extensively
empirically tested. Investigating how teacher discourse evolves in response to reflective
dialogues with researchers can deepen our understanding of teacher learning processes and
contribute to the development of more effective collaborative practices (Svaticek, 2024). We

have already presented some initial analyses at a conference (Svaiiéek et al., 2024).

Exploring multi-voicedness as a core element of dialogue: As a direction for future research, I
aim to focus on multi-voicedness as a central and distinctive feature of dialogue. This
includes exploring how multiple perspectives, especially those in tension, contribute to
productive argumentation, evidence-based reasoning, and the enrichment of collective
understanding. Such research will examine the conditions and mechanisms that facilitate or
hinder the interanimation of diverse voices, drawing on theoretical frameworks like Bakhtin’s
concept of “interanimation” (Scott et al., 2006) and empirical findings from teacher discourse
studies (Dobie & Anderson, 2015; Lefstein, Vedder-Weiss, & Segal, 2020).

These research directions not only build upon the theoretical foundations established
in this thesis but also have the potential to further advance the field by addressing gaps in the
literature. Specifically, exploring the role of increased teacher efficacy in transforming beliefs
and practices, as observed in this research but not yet widely documented, could offer

significant contributions to educational theory and practice.
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Dialogic ecosystem

The integration of findings on teacher questioning and professional development underscores
the necessity of embracing dialogic education. By reconceptualizing the classroom as a
dialogic ecosystem, educators can foster environments in which both teachers and students
collaboratively construct knowledge, leading to enhanced educational outcomes and student
empowerment.

This thesis contributes to the broader field by proposing an integrated perspective that
rethinks the relationships between knowledge, teaching, and learning. Embracing dialogic
methods empowers teachers and students to navigate complex, uncertain futures
collaboratively. By fostering interconnectedness and the co-construction of meaning, dialogic
ecosystems transform classroom discourse into spaces for critical thinking, collective agency,
and sustainable educational practices.

In conclusion, realizing the transformative potential of dialogic education requires a
concerted effort to reimagine classroom practices and professional development. Educators
must move beyond traditional, teacher-centered techniques that prioritize control and
efficiency. By adopting dialogic approaches informed by robust theoretical and empirical
insights, teachers can cultivate dynamic learning environments that promote deep learning,
critical thinking, and lifelong learning dispositions.

This thesis not only offers practical strategies for enhancing teaching and learning but
also contributes to scientific progress by advancing theoretical frameworks in education. By
integrating theory and empirical research, it enriches our understanding of dialogic education
and provides a foundation for future scholarly inquiry. The journey toward a dialogic
ecosystem in education is ongoing, and this work serves as a stepping stone for further

exploration and innovation in the field.
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