MASARYKOVA UNIVERZITA
Pedagogicka fakulta

ADRESOVANI ZAKOVSKE ROZMANITOSTI VE VZDELAVANI

Habilitacni prace
(soubor publikovanych textli s komentarem)

Brno 2025 Jana Obrovska



MASARYK UNIVERSITY
Faculty of Education

ADDRESSING STUDENT DIVERSITY IN EDUCATION

Habilitation thesis
(A collection of previously published scholarly works with commentary)

Brno 2025 Jana Obrovska



Prohlasuji, Ze jsem habilitacni praci vypracoval/a samostatné s vyuzitim pouze citované
literatury, informaci a zdroji a Ze tato prace nebyla predlozena k udéleni Zzadného
predchoziho titulu.

V BrE dNe...eeeeeeeeeeeeeeeeeeeeeen

vlastnorucni podpis autora



I declare that this thesis has been composed solely by myself using only the cited
literature, information and resources and that it has not been submitted in any previous
application for a degree.

IN BrNO ONueeeeiceee e,

author’s handwritten signature



Podékovani/Acknowledgement

Tato prace by nevznikla nebyt spoluprace s mnoha kolegynémi a kolegy, od nichz jsem se
mohla béhem své dosavadni akademické drahy ucit (zdmérné je nebudu vyjmenovavat,
protoze je jich opravdu hodné a nechci nikoho opomenout). V dlouhé fadé téchto
spolupraci bych vyzdvihla Petra Svojanovského, ktery mné byl vzdy velkou Zivotni i
profesni oporou. D&kuji také za lidsky a podplrny pFistup viech kolegyri a kolegl na
Katedfe pedagogiky Pedagogické fakulty MU. Dékuji také svym détem za trpélivost a
respekt k mému pracovnimu Zivotu.

This work would not have come into being without the collaboration of many colleagues
from whom I have had the opportunity to learn throughout my academic career (I will
deliberately not list them by name, as they are truly numerous and I would not wish to
omit anyone). Among this long line of collaborations, I would like to highlight Petr
Svojanovsky, who has always been a great support to me both personally and
professionally. I am also grateful for the human and supportive approach of all my
colleagues at the Department of Education, Faculty of Education, MU. Finally, I would like
to thank my children for their patience and respect for my professional life.



Obsah

3 U 1 T [P 7
2. Konceptualizace Zakovskeé rozmanitoSsti ....vveiveriieiiiiir i 10
2.2 Vybrané ptistupy k Gzké konceptualizaci Z4kovské rlznosti..........coeevvureernerennnns 15
G TR 1 1= oo Ta [0 Lo o | = 17
4.  ZjiSténi @ JEJICh diSKUSE . .uiniieie i e 24
LY o o o) 11 =Tt T LT 411 V2= T<= 12 33
I A =Y Y = el (<Y L 0 o111 =< 33
5.2 MetodologiCKE IMPIIKACE . vvitiiiiiiii e e e e te e e e eneaaeaeaaans 34
5.3 PraktiCKe iMPIIKACE ... uiie ittt et e e e e e e et et et e e e e e e eaeaanns 36
IS I 11 0112 2R 39
T T4 17 P 40
Content
1. INErOAUCHION e 42
2. Conceptualising Student Diversity ...iviiiii i 45
2.1 Selected Approaches to Broad Conceptualisations of Student Diversity .............. 47
2.2 Selected Approaches to Narrow Conceptualisations of Student Diversity ............ 50
G TR 1= o T Yo o o T | N 52
4. FINAiNgS @nNd DiSCUSSION. ...ttt tite ettt ae et aresaserareraseraneraneeaneeaneaaneans 58
5. Implications, Limitations and ConclUSION ......ccviiiiiiiii i e e 64
5.1 Theoretical Implications.....ciiiiii i i e e e e e aneaas 64
5.2 Methodological ImMplications .....uveiiiiii e 65
5.3 Practical Implications ..oiiuviiriii i e e e e e 67
oI o o V1= o 70
ST o o ol [ 1] o o [ 71
S (T W Aol A RS L= =] O 72
Pfiloha A. Autorské podily/Appendix A. Authorship Contributions...........ccc.cocviienen... 85
Pfiloha B. Kumulované studie/Appendix B. Cumulative Studies ..........ccccvevviinnnnnnn.n. 90



1. Uvod

Otazka zakovské rozmanitosti nabyva celosvétové na vyznamu s tim, jak se skolni tridy
stavaji ¢im dal pestiejsi v dusledku rliznych trendd, jako je silici migrace (v mnoha zemich,
véetné Ceské republiky, v souvislosti s valkou na Ukrajiné), zavadéni desegregacnich
politik & inkluzivniho vzdé&lavani. Zaroveh plati, Ze rlznost je vlastni jakékoliv skupiné
ucicich se osob (Griful-Freixenet et al., 2020), nebot ji vzdy tvofi jedinci s rdznou mirou
motivace k uceni, zac¢lenéni do kolektivu, Grovni jiz dosazenych znalosti a dovednosti apod.
Adresovani zakovské rozmanitosti ve Skolach se stalo prioritou mezinarodnich
vzdélavacich politik (Messiou & Ainscow, 2020), nebot pfedstavuje jeden ze zakladnich
predpokladl pro dosaZeni rovnosti ve vzdé&lavani (Darling-Hammond, 2024). Domnivam
se, ze aby mohli v&ichni Zaci a zakyné zazit ispéch ve $kole a pIné rozvijet svlj potencial,
je trfeba vénovat pozornost jejich vzdélavacim potfebdm a zohlednovat jejich
charakteristiky relevantni pro uceni. Jde vSak o naroc¢ny uUkol. Tyto Zakovské potreby
vyplyvaji jednak z jejich pfinalezeni k urcitym kategoridlnim pfisluSnostem, formovanym
napr. socioekonomickym statusem, genderem, etnicitou ¢i typem zdravotniho postizeni,
které mohou pro zaky a zakyné predstavovat zdsadni prekazky ve vzdélavani a produkovat
nerovnosti, jednak z dalSich rozdilnych charakteristik, které souviseji napfiklad s jejich
zajmy, tempem, preferovanymi zplsoby u&eni & mirou motivace (Tomlinson, 2022). Tato
komplexni zakovska rozmanitost predstavuje vyznamnou profesni vyzvu jak pro zkusené,
tak pro budouci vyucujici (Cochran-Smith et al., 2016; Darling-Hammond et al., 2019).
Vyvstava tak otdzka, jak co nejlépe pripravit vyucujici, aby mohli vyucovat vSechny zaky

a zakyné spolecné a Uspésné zohlednovat jejich vzdélavaci potireby (Tomlinson, 2017).

Cilem této habilita¢ni prace je zkoumat zakovskou rozmanitost ve vzdélavani v kontextu
riznych ptistupl k jeji konceptualizaci: Sirokych pFistupl zaméfenych na vzdélavaci
potieby véech zak{ a zakyn a Uzkych pristupd akcentujicich socidlni znevyhodnéni 2akl a
zakyn. Prace je souborem kumulovanych studii, které jsou uvedeny v Tabulce 1. Studie
1-3 uchopuji zkoumané téma prostiednictvim &irokych pFistupl ke konceptualizaci a
vyzkumu zakovské rdznosti, zatimco studie 4-6 se skrze Gzké ptistupy k zakovské rlznosti

zamé&Fuji na socialni znevyhodnéni a specificky na vzdélavani romskych zakl a zakyn.

Tabulka 1. Pfehled kumulovanych studii

Citaéni zaznam Odkaz Zarazeni
pouzivany casopisu
v textu




Studie 1

Obrovska, J., Svojanovsky, P., & Sharma, U. (2025).
Teachers’ Inclusive Core Practices and All Students’
Perspectives. Teaching and Teacher Education,
165(105120), 1-14.
https://doi.org/10.1016/j.tate.2025.105120

Obrovska et
al. (2025a)

Q1/D1 dle IF,
WoS

Studie 2

Obrovska, J., Svojanovsky, P., Kratochvilova, J.,
Lojdova, K., Tima, F., & VI¢kova, K. (2024). Promises
and challenges of differentiated instruction as pre-
service teachers learn to address pupil diversity.
Journal of Education for Teaching, 50(3), 403-420.
https://doi.org/10.1080/02607476.2023.2247356

Obrovska et
al. (2024)

Q2 dle IF, WoS

Studie 3

Navratilova, J., Svojanovsky, P., Obrovska, J.,
Kratochvilova, J., Lojdova, K., & Plch, L. (2024). Who
is in focus? A scoping review of themes and
consistency in inclusive education for all. European
Journal of Special Needs Education, 1-18.
https://doi.org/10.1080/08856257.2024.2410570

Navratilova
et al. (2025)

Q1 dle IF, WoS

Etnografie etnicity a etnizace v desegregované skolni
tridé. Sociologicky casopis/Czech Sociological Review,
52(01), 53-78. DOI:
10.13060/00380288.2016.52.1.242

Studie 4 Obrovska et | Q1 dle IF, WoS
Obrovska, J., Majcik, M., & Simonova, J. (2025). al. (2025b)

Achievement vs. engagement: Providing support in

socially disadvantaged schools. British Educational

Research Journal, 51(2), 1-34.

https://doi.org/10.1002/berj.4105

Studie 5 Obrovska & | Q1 dle IF, WoS
Obrovska, J., & Sidiropulu Jank{, K. (2021). Sidiropulu (ESCI)
Resilience capacity and supportive factors of Jankd

compulsory education in ethnic minority families: (2021)

mixed methods study of Czech Roma mothers.

Contemporary Social Science, 16(4), 448-463.
https://doi.org/10.1080/21582041.2020.1869813

Studie 6 Obrovska Q4 dle IF, WoS
Obrovska, J. (2016). Frajefi, rapefi a propadlici: (2016)

Kumulované studie 1-3 vznikaly v rdmci dvou projektd podpofenych Grantovou agenturou
CR: Adresovéni individudlnich vzdélévacich potfeb viech 24k: Etnografie tfid na druhém
stupni zakladnich Skol (GA23-04764S) a FEtnografie diverzity v pregradudlni pfipravé
uciteld (GA19-06763S), kde jsem v roli feditelky s tymem kolegt a kolegy# v uplynulych

letech pracovala na vyzkumu adresovani zakovské rlznosti v praxi zakladnich $kol a v
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pregradudlni pfipravé budoucich vyulujicich. Vysledky té&chto dvou vyzkumnych projektd,
z nichz pouze nékolik vybranych kumuluji v této praci, byly publikovany v fadé
renomovanych &asopisi se zaméfenim na vzdé&lavani (napf. Teaching and Teacher
Education, European Journal of Teacher Education, Journal of Education for Teaching,
European Journal of Special Needs Education), které jsou dlleZitymi féry pro mezinarodni
odbornou komunitu, a maji tak potencial rozvijet teorii i metodologii zaméfenou na vyzkum
komplexni zakovské rlznosti. V poslednich dvou letech jsme navic v tomto tymu navazali
spolupraci s profesorem Umeshem Sharmou, ktery je prednim svétové uznavanym
odbornikem na vyzkum inkluzivniho vzdélavani. V kumulované studii ¢. 1 (Obrovska et
al.,, 2025a) jsme spolec¢né rozvinuli konceptualizaci inkluzivnich praktik (viz sekce

Konceptualizace zakovské rozmanitosti).

Kumulované studie 4-6 vznikaly v nékolika rliznych vyzkumnych projektech, na nichz jsem
participovala v poslednich vice nez deseti letech. Jednalo se o projekt Vzdélavaci strategie
déti migrantd a déti z etnickych mensin podpofeny Grantovou agenturou CR

(GAP404/12/1487), v jehoz ramci jsem realizovala etnografickou studii desegrovanych tfid

s dlrazem na dynamiku mezietnickych vrstevnickych vztaht (viz studie 6, Obrovska,
2016). Do habilitace jsem dale zaradila studii ¢. 5 (Obrovska & Sidiropulu Jankd,
2021), kterd vznikla v ramci mezinarodniho projektu Horizon 2020 Inclusive Education
and Social Support to Tackle Inequalities in Society (ISOTIS), kde jsem v roli koordinatorky
za Ceskou republiku byla zapojena do rady vyzkumnych i aplikaénich aktivit zamérenych
na vzdélavani romskych 2akl a zakyn v komparaci s jejich situaci v jinych evropskych
zemich (Portugalsko, Recko) & s jinymi etnickymi minoritami (napf. tureckd mensina v
Némecku ¢i Nizozemi). Zde jsem navazala fadu odbornych spolupraci s kolegy ze zahranici
(napf. L. Nurse - Oxford University, P. Leseman - Utrecht University, C. Aguiar -
University Institute of Lisbon). Studie 4 (Obrovska et al., 2025b) vznikla ve spolupraci
s kolegy v ramci mého zapojeni do Narodniho institutu pro vyzkum socioekonomickych
dopadi nemoci a systémovych rizik (SYRI) pod vedenim profesorky Sedové, kde jsme se
vénovali vyzkumu spolecenskych krizi, typu pandemie covid-19 ¢i vzdélavani ukrajinskych
74kd a zakyn v &eskych &kolach. Kumulovand studie se zaméfuje na implementaci
systémové podpory kol s vy$sim podilem socidlné znevyhodnénych 73kl a Zzakyn.
Vysledky tohoto vyzkumu umoZziuji reagovat evidence-based pFistupem na socialni

nerovnosti a spole¢enské krize, a jsou proto dilezité pro decizni sféru.

Na vSech kumulovanych studiich jsem se vyznamné autorsky podilela a studie jsou
kumulovany po domluvé se spoluautory vSech studii. S vyjimkou studie 3 jsem prvni
autorkou v8ech zarazenych studii. Souhlasy v&ech spoluautord a spoluautorek stvrzené

podpisy s distribuci autorstvi vyjadfenou jak rolemi pfi zpracovani studii dle klasifikace


https://www.muni.cz/vyzkum/projekty/18523
https://www.syri.cz/o-nas

CRediT, tak i procentudlnim podilem, jsou soulasti PFilohy A (ve vefejné verzi dokumentd

nejsou podpisy spoluautorll a spoluautorek uvedeny kvili GDPR).

Prace je standardné ¢lenéna do sekce Uvod, po niz ndsleduje sekce predstavujici rdzné
pristupy ke konceptualizaci Zakovské rozmanitosti (Konceptualizace Zzakovské
rozmanitosti). V dalsi sekci Metodologie shrnuji sdilené metodologické principy
kumulovanych studii. Nasleduje sekce vénovana hlavnim zjisténim vSech studii a jejich
diskusi (Zjisténi a jejich diskuse) a praci uzavirdm sekci Zavéry a implikace, v niz formuluji
implikace pro teorii, metodologii a praxi pfi vyzkumu a adresovani zdkovské rozmanitosti

ve vzdélavani.

2. Konceptualizace zakovské rozmanitosti

Se souslovim zakovska diverzita jsou casto spojovany rozlicné konceptualizace, které
zrcadli skuteCnost, ze Zaci a zakyné disponuji velmi rozmanitymi charakteristikami
sahajicimi od zdravotniho znevyhodnéni a hendikepl pres rlznd rodinnd zazemi a
sociokulturni znevyhodnéni, psychickou kondici a zdravi az po rlznou Grover motivace k
uc¢eni, dosahovany vykon, nadani ¢ zajmové orientace (Obrovska & Tlma, 2020). Na poli
adresovani zakovské diverzity Ize rozpoznat dva zplsoby jejiho rdmovani, které pristupuji
k 2akovské rlznosti odli§né - jedna se o tzv. Siroké a Uzké konceptualizace (srov. Siroké
versus Uzké definice inkluzivniho vzdélavani, viz Ainscow et al., 2006, Woodcock et al.,
2022).

Siroké konceptualizace reaguji na skuteénost, ze ve véech $kolnich tfidach se nachazi Zaci
a zakyné velmi rozmanitych charakteristik a potieb, které vyucujici zohlednuji v rdmci
vyuky a v procesech uéeni. S Griful-Freixenet et al. (2020) m{Zeme fici, Ze rlznost panuje
v jakékoliv skupiné ucicich se osob, a je tedy inherentni kterékoliv Skolni tfidé, pricemz
s Florian (2019) Ize dodat, Ze je tfeba smérovat kpfijeti odliSnosti jako bézné soucasti
lidského vyvoje. Hlavnim rizikem tohoto zplUsobu uchopeni diverzity je potencialni
nevycerpatelnost charakteristik a potfeb, které mohou byt pro zaky a Zakyné v procesu
ueni urdujici. Naopak uZ$i konceptualizace cili na vybrané skupiny zakl a Zakyn
charakterizované konkrétnim vymezenym typem potieb (napf. Zaci a zakyné se
specidlnimi vzdélavacimi potifebami, zaci a Zzakyné s odliSnym matefskym jazykem apod.),
na jejichz specifika propisujici se do procesu vzdélavani by méli reagovat odbornici k tomu
ureni a adekvatné profesné pripraveni (specialni pedagogové, vyucujici Cestiny jako
druhého jazyka apod.), ktefi by méli metodicky podpofit vyucujici v praxi. Riziko tohoto
zpUsobu rédmovani zakovské rlznosti spociva zejména ve fixaci kategorii a jejich implikaci

pro vzd&lavani (Antoninis et al., 2020). Nicméné oba zplsoby konceptualizace maji své

10



vyzkumné-metodologické i aplikaéni prednosti, stejné jako i limity, které budu pribézné
v této praci reflektovat. Zaroven hned v pocatku vybizim ke snaze o vnimani jejich
vzdjemné komplementarity a prinikd spiSe neZ rivality & vyluénosti. Nyni budu ilustrovat
na konkrétnich pfikladech vybrané pristupy k Siroké a Uzké konceptualizaci zakovské

rozmanitosti ve vzdélavani.

K prikladdm &iroké konceptualizace Zakovské diverzity patfi pristupy s ddrazem na
pedagogickou odpovéd na rozmanitost panujici ve skolnich tfidach, tedy identifikovani
strategii, které mohou byt napomocné pfi adresovani individualnich vzdélavacich potreb
74kl a zakyn v kazdodenni realité heterogenni $kolni tfidy. Objevuje se zde ftada
konkrétnich pojeti, k nimz miZeme zafadit personalizované uéeni (personalized learning,
napr. Bray & McClaskey, 2014) nebo pfistup zaméreny na zaka (learner-centered
approach, napf. McCombs, 2010), stejné jako i pojeti kombinujici diferenciaci
s individualizaci, jako je napf. univerzalni design pro uceni (Universal Design for Learning,
napr. Capp, 2017; CAST, 2018) nebo diferencovana vyuka (differentiated instruction,

napfr. Tomlinson, 2017).

Dal$im prikladem pFistupu k Sirokému ramovani zakovskeé rliznosti je aktualné se rozvijejici
proud v inkluzivnim vzdélavani, tzv. inkluzivni vzdélavani pro vSechny zdky a Zakyné
(inclusive education for all/everyone). Prestoze vzdélavaci politiky (UNESCO 2020; United
Nations, 2022) aktualné proklamuji praveé toto pojeti inkluzivniho vzdélavani vykracujiciho
za Uzké zamérfeni na zdky a zakyné se specidlnimi vzdélavacimi potfebami smérem
k adresovani potfeb skute¢né viech 74kl a zakyn, jak dokladaji mnohé prehledové studie
(Kielblock & Woodcock, 2023; Lindner et al., 2023; Messiou, 2017; Nilholm & Géransson,
2017), v€etné kumulované studie ¢. 3 (Navratilova et al., 2025), vyzkumy na tomto poli
stale dominantné tihnou k pojeti inkluze coby prevazné specidlnépedagogického konceptu.
Pfesto se v ramci inkluzivniho vzdélavani pro vsechny zaky a Zakyné objevuji dalsi pojeti,
jakym je i koncept inkluzivnich praktik (inclusive practices, Finkelstein et al., 2019;

Sharma & Sokal, 2016), ktery je vhodny pro Siroké rdmovéni zakovské rdznosti.

Do Uzké konceptualizace zakovské rlznosti spada naptiklad sociokulturni perspektiva, pro
niz je charakteristické nahlizet rGiznost skrze kategorie typu rasa, etnicita, gender ¢&i t¥idni
prisludnost, které se propisuji do specifickych forem sebepojeti 74kl a zakyf, zplsobl
prinalezeni a (ne)pfijeti prislusniky Skolnich kolektivit (napf. vyucujicimi, vrstevniky).
Autofi a autorky pohybujici se v tomto pfistupu se typicky zaméruji na nerovnosti, které
socidlni struktury a pozice jednotlivel mohou ve vzdé&lavani produkovat, a také na jejich
prekonavani. Patii sem celd fada pojeti, napfiklad rovnost a socialni spravedlnost (equity

and social justice, napf. Kaur, 2012), kritickd rasova teorie (critical race theory, napf.
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Yosso, 2005), multikulturni vzdélavani (multicultural education, napf. Banks & Banks,
2010), kulturné-senzitivni pedagogika (culturally responsive pedagogy, napf. Gay, 2002)
Ci kriticka pedagogika (critical pedagogy, napf. Freire, 2000).

Dal$im prikladem ptistupu k Gzké konceptualizaci Zakovské rlznosti je specidlni
pedagogika a nékteré proudy inkluzivniho vzdélavani zamérujici se na zaky a zakyné, ktefi
kvali riznym prekazkdm potrebuji zvlastni podporu a upravené vyukové piistupy, aby se
mohli aktivn& G&astnit vyuky a plnit jeji cile. Tyto pfekdzky obvykle vyvéraji z rozdill ve
fyzickych, behaviordlnich, intelektudlnich, emoé&nich a socidlnich schopnostech jedinct
(srov. OECD, 2017) a mohou branit zakim a Zakynim v jejich participaci a Uspéchu ve
vzdélavani. Jedna se o potreby, které mohou spadat do oblasti komunikace a chovani,
poznavani a uceni, socidlniho, emoc¢niho a mentalniho zdravi ¢i smyslového a télesného
postizeni (Demetriou, 2022). Tato pojeti jsou tradicné ukotvena v oboru specidlni
pedagogiky, ktery se v poslednich dekadach stale vice prolina s perspektivou inkluzivniho
vzdélavani (Florian, 2019). Inkluzivni vzdé&lavani akcentuje zacélefiovani zak( a zakyh se
specialnimi vzdélavacimi potfebami tak, aby nebyli pouze integrovani ve smyslu umisténi
do kolektivl mainstreamovych $kol (tzv. mainstreaming, srov. Opretti et al., 2014), ale
aby smysluplné participovali na procesech uceni a stali se plnohodnotnymi ¢leny Skolnich

komunit (srov. Ainscow et al., 2006).

Ve studiich kumulovanych v této habilitaci jsou pti konceptualizaci zakovské rlznosti
vyuzivany vybrané Siroké i Uzké pfistupy. O vybrané Siroké pristupy jsme se opirali
s kolegy a kolegynémi pti Fegeni dvou projektl podpofenych Grantovou agenturou Ceské
republiky (GA23-04764S a GA19-06763S). Snazili jsme se v nich vykrocit ze skupinové
orientovanych rdmcd, tedy tzkych pfistupl k zakovské rlznosti. Siroky pfistup jsme totiz
chapali jako priléhavéjsi ve snaze identifikovat vyukové strategie, jejichz prostrednictvim
je mozné vzdélavat déti v heterogennich tridach, a tedy i vyuzitelnéjsi v ramci pregradualni
profesni pfipravy budoucich vyucujicich, v rdmci jejiz pedagogicko-psychologické slozky

vétsina z vyzkumnikd zapojenych ve zmifiovanych projektech pdsobi.

O spie Uzké pristupy ke konceptualizaci zakovské rliznosti jsem se opirala ve vyzkumech
zamé&Fenych na vzdélavani socialné znevyhodné&nych a romskych 7akl a Zakyf. V téchto
vyzkumech jsem se ve spolupraci s kolegy a kolegyn&mi z rliznych projektovych tymi
(GACR-GAP404/12/1487, Horizon 2020-ISOTIS, SYRI, viz sekce Uvod) snaZila v rlznych
rovinach (vzdé&lavaci politika, zku$enosti znevyhodnénych rodi¢d o vzdélavani, zaélefiovani
74kU a Zakyn do kolektivu) nahlédnout situaci 24kl a zakyh, ktefi v ¢eském vzdélavacim
kontextu celi dlouhodobym systémovym nerovnostem. Tyto nerovnosti se projevuji
koncentraci znevyhodnénych 2akl a Zakyh v segregovanych $kolach, vzdélavanim v
programech s redukovanymi vzdélavacimi vystupy, nadreprezentovanim pfi predcasnych

odchodech ze vzdélavani ¢i kriticky nizkou mirou dokonceni stfedniho a vyssiho vzdélavani
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(FRA, 2022). Uzké pristupy intenzivné zaméfuji pozornost na sociokulturni aspekty
zakovské diverzity, a tak umoznuji nahlédnout problematiku exkluze socialné
znevyhodnénych 73kl a 2akyn ve vzdélavani komplexné a formulovat doporuéeni pro

rlzné oblasti praxe i pro jednotlivé aktéry.

Nize detailnéji predstavuji vybrané pristupy k Siroké a Uzké konceptualizaci zakovské

rlznosti, které jsou sou&asti kumulovanych studii.

2.1 Vybrané pristupy k Siroké konceptualizaci Zakovské rdznosti

PFi vymezeni zakovské rliznosti v Sirokém pristupu jsme &erpali ze tii konceptudlnich pojeti
- diferencovana vyuka (viz studie 2, Obrovska et al., 2024), inkluzivni vzdélavani pro
vSechny zaky a Zakyné (viz studie 3, Navratilova et al., 2025) a inkluzivni praktiky (viz
studie 1, Obrovska et al., 2025a). Nase snahy o Siroky pfistup k uchopeni zakovské
rlznosti zacaly u konceptu diferencované vyuky. Ve studii 2 (Obrovska et al., 2024) se
opirame o pfistup diferencované vyuky, ktery patfi v soucasnosti k nejcitovanéjsim
pedagogickym modellm vyzyvajicim jednorychlostni a homogenizované pojeti vyuky (one
size fits all approach) (Griful-Freixenet et al., 2020). Jeho prikopnici je Carol Ann
Tomlinson, kterd tento koncept rozviji systematicky jiz od devadesatych let. Jde o pFistup
prosazujici proaktivni Upravy vyukového obsahu (co se Zaci a zakyné uci), procesu (jak se
to ué&i) & vystupl (jak Zaci a zadkyné& demonstruji to, co se naucili) s cilem adresovat
rozmanité vzdé&ladvaci potifeby 23kl a zakyf, které vyvéraji z jejich rozdilné Urovné
(dosazenych znalosti, osvojenych dovednosti, apod.), Zakovskych zajmd (zvédavost,
zapaleni pro urcité téma, moznost volby) a ucebniho profilu (formovaného ucebnimi
preferencemi, genderem, rodinnym zazemim apod.). K zdkladnim komponentam
diferencované vyuky patfi pozitivni pristup vyucujicich, podnétné a podporujici prostredi
pro uceni, pravidelné a pribézné sledovani zakovského pokroku prostiednictvim
diagnostické ¢&innosti, vyuzivani flexibilnich forem skupinové prace zakd a zakyh (zejm.
homogenniho a heterogenniho groupingu dle jasné& danych kritérii dé&leni 2akd) ¢i
prizplsobeni vyuky potfebam jednotlivych zakd a zakyfi, tedy individualizace (Tomlinson,
2017; Smale-Jacobse et al., 2019).

Predchozi vyzkumy doloZily, Ze diferenciace a individualizace ve vyuce mdze byt naro¢na
jak pro budouci, tak i zkusené vyucujici. Studujici ucitelstvi ¢asto narazeji na obtize pfi
realizaci diferencované vyuky (de Jager, 2013) a trpi nedostatkem sebedtvéry (Brevik et
al., 2018; Wan, 2016). Diferencovand vyuka mUze byt naro¢na naptiklad kvdli problémdm
s Fizenim tfidy, spravedlivym hodnocenim 2akd a zakyfi (Wan, 2016) nebo kvdli ¢asové
narocnosti planovani (Dack, 2019b; Goodnough, 2010). Na druhou stranu vyzkumy

naznacuji, Zze pro uUspéSnou implementaci diferenciace jsou klicové faktory, jako je
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vnimana sebelcinnost (Wertheim a Leyser, 2002), vyuzivani pribé&zného hodnoceni &i
schopnost seberegulace a motivace (Griful-Freixenet et al., 2021). Ukazuje se vsak, ze
uroven diferenciace vyuky neni pfilis vysoka ani v praxi zkusenych vyucujicich (Schleicher,
2016; van Geel et al., 2019), coz plati také pro Cesky kontext, kde dvé tfetiny vyucujicich
potiebuji v této oblasti zlepseni (Ceska $kolni inspekce, 2022a, 2022b).

PFistup inkluzivniho vzdélavani pro vSechny zaky a zakyné byl konceptualnim vychodiskem
v prehledové studii 3 (Navratilova et al., 2025). Zde se opirame o c¢tyfi typy definic
inkluzivniho vzdélavani podle Goranssona a Nilholma (2014), ktefi rozliSuji nasledujici
definiéni charakteristiky: 1) umisténi 2ak( a zakyn se zdravotnim postizenim do $kol
hlavniho vzdélavaciho proudu; 2) naplnéni specifickych socialnich a akademickych potieb
74k a Zakyh se zdravotnim postizenim; 3) naplnéni socidlnich a akademickych potfeb
vdech 74kl a zakyh; a 4) vytvareni Skolnich komunit s uréitymi charakteristikami. Zatimco
prvni dva typy definic se vztahuji k diskurzu specidlnich vzdélavacich potrfeb, druhé dva
typy vykraéuji smérem k $ir&imu rémci inkluze, v némz je zdlrazfiovdno, aby se vsichni
Zaci a zakyné citili byt soucasti skolni tfidy, participovali na vyukovych aktivitach a jejich
vzdélavaci cile byly naplfovany (Nilholm & Géransson, 2016). Toto pojeti rezonuje s ¢asto
citovanou definici inkluzivniho vzdé&lavani od autord Ainscow et al. (2006), ktefi jej spojuji
s odstranovanim prekazek v participaci, uceni a Uspéchu pro vSechny zaky a zakyné. V
ramci tohoto pfistupu k inkluzi jsme se dale inspirovali konceptem inkluzivnich praktik,
ktery formoval nase badani v kumulované studii 1 (Obrovska et al., 2025a) stejné jako

i v dalsi ndvazné studii Svojanovsky et al. (v recenznim fizeni).

Ve studii Obrovska et al. (2025a) vyrazné formoval nasi konceptualizaci zakovské
rlznosti a jejiho adresovani koncept inkluzivnich praktik. Mnozi autofi se shoduji, Ze
inkluzivni praktiky tvofri zdakladni pilif inkluzivniho vzdélavani (Booth & Ainscow,
2002; Jordan et al., 2009; Nilholm, 2021; Sharma & Sokal, 2016), presné&ji inkluzivni
pedagogiky (Florian & Black-Hawkins, 2011). Ackoliv inkluzivni praktiky mohou byt
uplatfovany i v rdmci celé Skoly, soustfedili jsme se na ty, které mohou vyucujici vyuzivat
pfimo ve tfidé (Loreman, 2017). Finkelstein et al. (2019) v prehledové studii syntetizovali
inkluzivni praktiky obsazené v pozorovacich nastrojich: vyukové praktiky (napf.
vrstevnické uceni, poskytovani moznosti volby), organizacni praktiky (napf. pouzivani
rutin, prace s ¢asem), socioemocni podpora a management chovani (napf. jasna pravidla
chovani), uréovani pokroku 2ak{ a zakyf (napf. formativni hodnoceni), spoluprace a prace
v tymu (napf. spoluprace s kolegy). V navazujici prehledové studii Lindner a Schwab
(2020) urcily nasledujici typy inkluzivnich praktik: spoluprace a tandemové vyucovani,
prace ve skupinach, Upravy (hodnoceni, obsahu, rozsahu, vyuky, ucebniho prostredi,
materiall, postupu a ¢asového rdmce), motivace a zpétna vazba a individualni podpora

74kl a zakyn. Identifikované inkluzivni praktiky se do znaéné miry piekryvaji s vyukovymi

14


https://www.sciencedirect.com/science/article/pii/S0742051X25001970#bib15

strategiemi, které jsou obecné povazovany za efektivni a kvalitni a jako takové vyuzitelné
pro vSechny zaky a zakyné (Jordan et al., 2009; Mitchell & Sutherland, 2020; Molbak,
2018; Norwich & Lewis, 2010; Svojanovsky et al., v recenznim Ffizeni). V nasem vyzkumu
jsme inkluzivni praktiky chapali jako vyukové postupy a strategie zajistujici, ze vSichni Zaci
a zakyné s jejich rlznymi charakteristikami se mohou Usp&&né vzdé&lavat v podminkach

heterogenni tfidy.

2.2 Vybrané pristupy k tzké konceptualizaci Zékovské rznosti

V kumulovanych studiich, jez vyuzivaji Gzké pristupy ke konceptualizaci zakovské
rozmanitosti, je aplikovéna fada teorii a konceptt, které jsou v kazdé studii jedineénym
zplsobem kombinovany. Z rlznych konceptudlnich pfistupl zde budu predstavovat ty,
které bezprostfedné koresponduji s tématem zakovské rdznosti. Pljde o teorie socidlni a
kulturni reprodukce, o néz se vice ¢i méné opiram ve vSech kumulovanych studiich
relevantnich pro problematiku socidlniho znevyhodnéni, dale pak kritickou rasovou teorii,
kterou vytézujeme ve studii ¢. 5 (Obrovska & Sidiropulu Jankt, 2021), jez predstavuje
revizi klasického pojeti socialni a kulturni reprodukce. Zavérem predstavim konceptualizaci
kazdodenni etnicity, jak jsem s ni pracovala ve studii ¢. 6 (Obrovska, 2016).
Teorie socidlni reprodukce se zaméfenim na vzdé&lavani upozorfiuji, e jsou to rdzné
objemy kapitald (socidlniho, kulturniho, ekonomického), s nimiz Zaci a zakyné pFichazeji
do Skoly a které mezi nimi vytvareji rozdily a rozestupy. Instituce Skoly se vSak na misto
snahy vyrovnat tyto rozdily a z nich pramenici nerovnosti, ¢asto podileji na jejich
reprodukci (Bourdieu & Passeron, 1990; Bourdieu, 1998; Coleman, 1988; Lareau, 2003).
Socioekonomicky a etnicky minoritni status zaka a zakyné patfi dlouhodobé k nejsilnéjsim
prediktorim vzdé&lavacich vysledkl (Duncan et al., 1972; Kao & Thompson, 2003; OECD,
2023; Portes & Macleod, 1996; Sirin, 2005). K faktorim, které pfispivaji k
mezigeneracnimu prenosu znevyhodnéni, patfi urcité formy rodiCovstvi souvisejici s
nedostatkem zdrojd, napf. omezend participace rodi¢d v rdmci doméci pripravy zakl a
zakyn, nizka strukturovanost a organizace volného Casu déti (Lareau, 2003) nebo nizké
vzdélavaci aspirace (Fan & Chen, 2001; Kim, 2022; Obrovska et al., 2023; Yamamoto &
Holloway, 2010). Nerovnosti ve vzdélavacich vysledcich se navic prohlubuji v souvislosti s
dopady uzavieni kol béhem pandemie covid-19, coz zplsobilo vétsi mezery ve znalostech
pravé u socidlné znevyhodnénych zakl a zakyn (Betthauser et al., 2023; Ceskd $kolni
inspekce, 2020; Gee et al., 2023; PAQ Research a Kalibro, 2021). V ¢eském kontextu jsou
to zejména romsti zaci a zakyné, ktefi nejvice trpi nerovnostmi ve vzdélavacich vysledcich
vyvérajicimi z intersekce mezi socialni tfidou a etnicitou. Zatimco do predskolniho

vzdélavani dochazi 51 % romskych déti ve véku 3 az 5 let, u majoritni populace je to 86 %
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(FRA, 2022). Podil romskych 2zakd a zakyn ve v&ku 20 aZ 24 let, ktefi dokondili alespof
ucebni obor, je pouze 22 %, zatimco u majoritni populace je to 87 %. Navic romsti Zaci a
7akyné v Ceské republice ¢eli dlouhodobé segregaci - az 49 % romskych déti ve véku 6
az 15 let navétévuje $koly, kde vsichni nebo vétsina spoluzakl jsou rovnéz Romové (FRA,
2022).

Tyto a jiné vyzkumy dokladaji, Ze v disledku segregace do etnicky homogennich $kol i
nadreprezentativné &astym zafazovanim do program( pro specidlni vzdélavani s
redukovanymi vystupy romské déti ¢eli dlouhodobému vylu¢ovani z benefitl, které by jim
mohlo pfinést kvalitni vzdélavani (Ombudsman. Verejny ochrance prav, 2022). Mnozi
vyucujici v ¢eskych heterogennich tridach maji tendenci prehlizet jedinec¢nosti a vzdélavaci
specifika souvisejici s odlinou etnicitou zak( a Zakyf, a jak jsme demonstrovali v jinych
zde nekumulovanych studiich (Jarkovskd et al., 2015; Sedovad et al., 2024), spise
o¢ekdvaji, ze se takovi Zaci a zakyné zaradi a prizpUsobi kulturni normé &eského zaka. V
pripadé 2akl a zakyn romskych vdak &asto vnimaiji jejich etnicitu jako neptekonatelnou
(Jarkovska et al., 2015), hluboce odliSujici, az geneticky podfadnou (Schmidt, 2016). V
perspektivé kritické rasové teorie, kterd je prikladem pojeti Uzkého pristupu ke
konceptualizaci zakovské rlznosti, by takova pozice romskych 23kl a zakyn byla
interpretovana jako vyraz instituciondlniho rasismu (Gillborn, 2008). Nékteré odnoze
kritické rasové teorie (Yosso, 2005) se ve snaze preramovat pohled na etnicky odlisné a
rasové minoritni skupiny pousti do revize teorii socialni a kulturni reprodukce, které
sklouzavaji k jejich konstruovani coby deficitnich aktérl postradajici znalosti, socidlni
dovednosti a rizné druhy kompetenci. Pfistup Yosso (2005) klade dliraz na silné stranky,
schopnosti a rlizné formy kapitald (napf. rodinny, jazykovy, aspiraéni aj.), kterymi mohou
déti a rodiny z minoritnich skupin disponovat, coz je v souladu s Sirsi agendou kritické
rasové teorie k prekonani deficitné orientovanych vyzkumnych epistemologii. Touto
perspektivou jsme se tedy mimo jiné inspirovaly ve studii ¢. 5 (Obrovska & Sidiropulu
Janki), v niz jsme se soustredily na faktory a interakce, které mohou prispivat k Gspéchu
romskych déti v ¢eském vzdélavacim systému a posilovat jejich odolnost vzhledem k

nepriznivym podminkam.

Tento prehled uzavirdm konceptualizaci kazdodenni etnicity, kterou jsem vyuzivala ve
studii ¢. 6 (Obrovska, 2016), kterd je mou vyzkumné nejstarsi kumulovanou studii. V
této studii se zabyvam tim, jak etnicita prostupuje interakce mezi zaky a zakynémi a
vyuéujicimi i mezi vrstevniky v etnicky rznorodych $kolnich tfidach v kontextu mésta,
které pristoupilo k desegregaci mistniho Skol. Soustfedila jsem se na to, jaké formy identit
zaci a zakyné ve vyuce a béhem prestavek predvadéji a jak jsou tyto identity etnizovany.

V tomto typu interakcionistické analyzy jsem se opirala o pfistupy, které etnicitu vymezuji
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jako kontextualni, nestabilni a proménlivou vztahovou kategorii, spiSe nez kategorii, ktera
je pfipisovana zdanlivé homogennim skupinam (Brubaker, 2004). Tento pfistup
predpoklada, Ze pro pfislusniky etnickych a rasovych minorit nemusi byt etnicita/rasa
sté&Zejnim identifikaénim znakem. Jsou to jiné b&zné typy statust (napf. fotbalovy hrac),
které mohou byt etnizovany nebo napfiklad genderovany. Etnicité pfipisovana vaha a
vyznam se navic mohou proménovat s ohledem na kontexty a typy interakci, do nichz
jedinec béhem dne vstupuje. Tento ramec umoziuje pristupovat k dynamice skolni tridy
jako svébytnému interakénimu rFadu situovanému mezi socialnimi strukturami a jedincem
(Goffmann, 1967), ktery mize otevirat prostor pro nec¢ekané interakce a formy pratelstvi
vyzyvajici determinovanost nerovnych pozic z perspektivy teorii reprodukce. Stejné tak se
ale mohou stat déjistém mobilizace interpretacnich schémat fixujicich pfipisovani
specifickych forem ne/legitimity a ne/kompetenci urcitym etnickym skupinam i

normalizace urcitych forem zjinacovani (Brubaker et al., 2004).

V této sekci habilitaéni prace jsem se zaméfila na konceptualizaci zakovské rznosti
prostfednictvim dvou hlavnich pFistupl - Sirokého, zddrazfiujiciho individudini vzdélavaci
potieby véech zakd a zakyn v heterogennich tfidach, a Gzkého, akcentujiciho specifické
skupiny, s dlrazem na socidlné znevyhodné&né Zaky a zakyné. Ukazala jsem, Ze oba
pristupy maji své vyzkumné i praktické opodstatnéni, vzajemné se dopliiuji a mohou
pfispivat k hlub&imu porozuméni mechanismdm, které formuji vzdélavaci zkudenosti 74k
a zakyn. Zatimco Siroké konceptualizace oteviraji prostor pro rozvoj inkluzivnich strategii
vyuzitelnych pro vSechny zaky a zakyné, Uzké pristupy umoziuji detailni vhled do bariér
a nerovnosti, kterym ¢&eli specifické skupiny &kl a z&kyf, a formulaci cilenych opatfeni.
Vnimani jejich komplementarity je dlleZité pro tvorbu efektivnich pedagogickych ptistupl
i vzdélavacich politik, které budou schopny reagovat na komplexni realitu rdznosti

soucasnych Skol.

3. Metodologie

Pro zkoumani toho, jak je Zakovska diverzita ve vzdélavani konceptualizovdna a
adresovéna, jsem vyuzila rlzné kvalitativni designy (etnografie, biografie, ptipadova
studie, pfehledovd studie), davala hlas perspektivdm rlznych aktérd (Zaci a zakynég,
vyucujici, rodi¢e, studujici uditelstvi, vedeni $kol, pracovnici poradenskych pracovist) a
kombinovala rdzné datové zdroje (pozorovani, rGzné druhy rozhovorl, dokumenty,
artefakty apod.). Prehled studii s vyzkumnymi otdzkami, hlavnim metodologickym

designem, prehledem participantt a zdrojd dat je soucasti Tabulky 2.
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Tabulka 2. Pfehled metodologickych designtl, vyzkumnych otézek, sbiranych dat a participantd v kumulovanych studiich

Differentiated
Instruction as
Pre-service
Teachers Learn
to Address Pupil

béhem svych praxi na druhém stupni
zakladni skoly?

2) Jak je adresovani zdkovské rznosti
studujicimi ucitelstvi na praxi informovano
jejich participaci ve vysokoskolské vyuce?

Terénni poznamky 44 hodin vysokoskolské vyuky

106 videozadznam{ vyuky studujicich uditelstvi

17 videozdznami vysokoskolské vyuky

70 dialogli po vyuce mezi studujicimi uéitelstvi a provazejicimi
vyucujicimi

Studie 1 Design Vyzkumné otazky Participanti
Teachers’ skolni 1) Jaké inkluzivni praktiky Terénni poznamky 218 pozorovanych hodin vyuky Zaci a zakyné na druhém stupni
Inclusive Core etnografie vyucujici pouzivaji k zaclenéni Terénni poznamky 72 hodin jinych aktivit ve skole zakladni skoly, vyucujici a asistenti
Practices and All vSech 74kl a zakyh a jak tyto 9 skupinovych rozhovorl s zaky a zakynémi pedagoga
Students’ praktiky vnimaji vSichni zaci a 42 polostrukturovanych rozhovort s 7aky a zakynémi
Perspectives zakyné? 6 polostrukturovanych rozhovord s vyuéujicimi

90 rozhovort po vyuce s vyuéujicimi

2 polostrukturované rozhovory s asistenty pedagoga
Studie 2 Design Vyzkumné otazky Data Participanti
Promises and vicemistna 1) Jak studujici ucitelstvi reflektuji Terénni poznamky 120 pozorovanych hodin vyuky studujicich Studujici ucitelstvi, provazejici
Challenges of etnografie zakovskou rozmanitost a jak s ni pracuji ucitelstvi vyucujici, vzdélavatelé studujicich

ucitelstvi, zaci a Zakyné na druhém
stupni zakladni skoly

Diversity 106 priprav na vyuku pfipravenych studujicimi ucitelstvi
6 polostrukturovanych rozhovorl s provézejicimi vyucujicimi
16 polostrukturovanych rozhovord se studujicimi uditelstvi
55 Ukol{ studujicich uditelstvi zadanych vzdélavateli z
vysokoskolské vyuky
Studie 3 Design Vyzkumné otazky Data Participanti
Who is in Focus? A Scoping prehledova 1) Jaka jsou hlavni vyzkumna témata a vysledky v oblasti inkluzivniho 1 163 zdznamd Zaci a zakyné a vyucujici z druhého
Review of Themes and studie vzdélavani pro vSechny zaky a zakyné? 26 studii zahrnutych do stupné zakladni skoly
Consistency in Inclusive 2) Do jaké miry jsou studie konzistentni ve svém pristupu k prehledové studie
Education for All inkluzivnimu vzdélavani pro vsechny zaky a zakyné z hlediska teorie,
vyzkumné metodologie, vysledkd a jejich diskuse?
Studie 4 Metody Vyzkumné otazky Data Participanti
Achievement vs. Engagement: vicenasobna 1) Co aktéFi povazuji za prinosy vybranych podplrnych opatieni souvisejicich 55 rozhovorl s | Vedeni, vyucujici a poradensti
Providing Support in Socially prehledova se $kolnim zapojenim a vzdélavacimi vysledky socialné znevyhodnénych 74k vedenim skol, pracovnici zakladnich Skol prvniho a
Disadvantaged Schools studie a zakyn? vyucujicimi a druhého stupné
2) Jaké jsou hlavni problémy ve vzdélavani socidlné znevyhodnénych zakd a pracovniky
Zakyh podle aktérl zapojenych do podplirného programu financovaného poradenskych
statem? pracovist
3) Jaka jsou nejlepdi fedeni vzdélavacich problémd socidlné znevyhodnénych 20 dokumentd
74k a zakyri podle aktérd zapojenych do programu financovaného statem?
4) Jaka opatfeni jsou typicky vybirana z programu financovaného statem?
Studie 5 Metody Vyzkumné otazky Data Participanti
Resilience Capacity and smiseny vyzkum: 1) Jaké socialni, kulturni a historické charakteristiky (chronosystém), stejné jako obecné postoje a 25 Romské matky a
Supportive Factors of biografické vyznamové struktury (makrosystém) se zdaji ovliviiovat vzdélavaci situaci ¢eskych romskych déti rozhovorl s | etnicky majoritni

Skolni tridé

4) Jakym zplsobem si vzajemné projevuji respekt nebo netctu?
5) Jakou roli hraje etnicita v téchto procesech?

vyucujicimi a poradenskymi
pracovniky

Compulsory Education in | rozhovory a podle vnimani jejich matek? romskymi matky 74kl a zakyn
Ethnic Minority Families: | dotaznikové 2) Jak romské matky pristupuji ke vzdélavani, hodnoti ho a jaké maji vzdélavaci aspirace pro své matkami prvniho a druhého
Mixed Methods Study of | Setfeni déti (exosystém a mesosystém)? a 481 stupné zakladnich
Czech Roma Mothers 3) Jak romské matky vnimaiji zkugenosti svych déti v &eském vzdélavacim systému (mikrosystém)? | dotaznik{ skol

Studie 6 Metody Vyzkumné otazky Data Participanti

Frajefi, rapefi a Skolni 1) Jaké formy spolecenstvi jsou pfitomny ve tfidé a jak jsou Terénni poznamky z 90 Zaci a zakyné, vedeni, vyucujici a
propadlici: etnografie | potvrzovany? pozorovanych hodin a prestavek poradensti pracovnici z druhého
Etnografie etnicity a 2) Jaka je povaha interak¢niho fadu béhem prestavek? 8 skupinovych rozhovord s 7aky a stupné zakladnich skol

etnizace v 3) Jaké pozice v ném zaci a zakyné zastavaji a jaké identity zde zakynémi

desegregované performuji? 10 rozhovorl s vedenim $kol,




Zatimco metodologicka specifika (napf. vybérové strategie, analytické postupy) jsou
podrobné rozepsana v jednotlivych studiich, v nasledujicich odstavcich bych rada
zdlraznila epistemologickd vychodiska a metodologické principy, které jdou napfi¢
kumulovanymi studiemi. Za timto Ulelem nejprve podrobnéji predstavim etnograficky
design, ktery je aplikovan v poloviné kumulovanych studii (viz Obrovska et al., 2025a;
Obrovska et al., 2024; Obrovska, 2016) a zaroven jej povazuji za kliCovy ve svém
vyzkumnickém repertodaru i mimo ramec habilitace. Dale navazu vysvétlenim, proc je
dulezité davat ve vyzkumu hlas jak marginalizovanym skupindm (napt. romskym zaktm
a zakynim a jejich rodi¢dim), tak vdem zakdm a zakynim v kontextu inkluzivniho vzdé&lavani
pro véechny. Akcent na zprostfedkovani hlasu nezfidka upozadovanym participantdm je
totiz soucasti nékolika kumulovanych studii (viz Navratilova et al., 2025; Obrovska et
al., 2025a; Obrovska & Sidiropulu Jank{, 2021; Obrovska, 2016), nebot se prolina
jak etnografickym, tak biografickym vyzkumnym pFistupem. V neposledni radé se
prib&Zné odkazuji k tomu, pro¢ je dlleZité nahlizet adresovani zakovské diverzity z
rlznych perspektiv, oc¢ima rlznych aktérl, coZ je charakteristické pro vétsinu

kumulovanych studii.

Etnografie se rozsifovala béhem poslednich 50 let ve vzdélavani i v dalSich kontextech diky
svému ddrazu na vyznamy, které lidé ptisuzuji své kultufe (Wolcott, 1987), stejné jako i
svému holistickému zaméreni (Hammersley, 2018). EtnografiCti badatelé se orientuji na
zachyceni emickych vyznamd a interpretaci, které pFislusnici uréitych skupin pFipisuji
svému jednani, motivacim, hodnotam apod. (Woods, 2002). Jako metodologicky design
etnografii charakterizuje zejména dlraz na zachyceni jednani a mysleni participantl v
kazdodennich kontextech, kombinace a triangulovani rlznych technik sbé&ru dat s
vysadnim postavenim zucastnéného pozorovani, sbér dat probihajici v delSim casovém
horizontu a alespofi ¢astedné nestrukturovanym zplsobem (Beach 2017; Hammersley &
Atkinson, 2007). Tyto metodologické dirazy umozfiuji nahlédnout zkoumané fenomény v
jejich komplexit&, b&znych podminkach a skrze rlizné zachycené perspektivy rliznych

aktérd.

Téchto prednosti jsme vyuzili v celoro¢nim etnografickém vyzkumu dvou sSkolnich trid
prezentovaném ve studii 1 (Obrovska et al., 2025a), v nichZz jsme zkoumali, jaké
inkluzivni praktiky vyuzivaji vyucujici na druhém stupni zakladni Skoly k adresovani
vzdé&lavacich potfeb vdech 73kl a Zakyh a jaké jsou perspektivy vdech 73kl a Zzakyn na
inkluzivni praktiky jejich vyuéujicich v kontextu dvou vybranych inkluzivnich $kol v Ceské
republice. Stézejni byl pro nas akcent etnografii kladeny na pozorovani jako hlavni metodu
sbé&ru dat, nebot jsme povaZovali za dileZité nejen zachytit to, co si vyuéujici a Zaci a

74kyné& o adresovani zakovské rlznosti mysli, ale rovn&? to, jaké strategie vyucujici ve
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vyuce pro naplnéni individudlnich vzdélavacich potfeb 24kl a zakyh pouZivaji a jak na to
74ci a 2a4kyné& reaguji. Pozorovani inkluzivnich praktik vyuéujicich bylo dileZité i proto, ze
je patrn& z pragmatickych dlvodd vyzkumniky spie upozadovano (Finkelstein et al.,
2021; Sharma & Sokal, 2016), pfiCemz ti se Castéji zaméfuji na postoje vyucujicich
k inkluzi, spiSe nez na jejich aktualni praxi (de Boer et al., 2011; Lindner et al., 2023; Yada
et al., 2022).

Etnograficky dliraz na dlouhodoby kontakt s terénem a triangulaci riznych datovych zdrojt
a perspektiv rdznych aktérl vedl ke shromazdéni extenzivniho datového korpusu,
postoupeného zprostiedkovanim pohledu vyuéujicich i 2akl a Zzakyf na zkoumané téma
skrze rdzné datové zdroje (pozorovani, skupinové rozhovory s zaky a Zzakynémi,
individualni rozhovory s zaky, zakynémi a vyucujicimi, rozhovory s vyucujicimi zamérené
na charakteristiky 2akl a Zakyf, rozhovory reflektujici prob&hlou vyuku, pisemné prace
74kl a Zakyn apod.). Tato metodologickd robustnost posilila v&rohodnost a validitu

zjisténi.

Zminéné prednosti etnografické metodologie jsme rovnéz vytézili ve studii ¢. 2 (Obrovska
et al., 2024), v niz nds zajimalo, jak studujici u¢itelstvi reflektuji rizné vzdé&lavaci potieby
74k{ a zakyn, jak zakovskou diverzitu adresuji b&hem svych praxi na zakladnich 8kolach
a jak je jejich pristup formovan vyukou v ramci jejich pregradualni pfipravy. V této studii
jsme vyuzili pfistup vicemistné etnografie (multi-sited ethnography), ktery je vhodny pro
zkoumani fenoménd, pfi jejichZ studiu si nevystadime se zamé&fenim na jedno prostiedi.
Jednd se o tradici v rdmci etnografického pfistupu, ktera dosud nebyla pfiliS vyuzivana v
geském kontextu (vice viz Obrovska & Tima, 2020). Jejim principem je nasledovat lidi,
asociace, propojeni a vztahy mezi rlznymi misty (Marcus, 1995), o coZ jsme usilovali pfi
provazovani poznatk{ z univerzitniho prostiedi a prostfedi zakladnich $kol. I v této studii
jsme vyté&Zili etnograficky sbér rlznorodych dat, potizenych rliznymi technikami, navic v
rGznych kontextech b&hem tii semestrd studia hlavnich participantl. Byla pozorovana
vyuka studujicich ucitelstvi béhem praxi na zakladnich skolach, z niz jsme rovnéz
porizovali videozdznamy, byly realizovdny mentorské rozhovory mezi provazejicimi
vyucujicimi a studujicimi na praxi po jimi vedené vyuce a dale individualni rozhovory se
studujicimi i mentory. V univerzitnim prostfedi byla pozorovana vyuka nékolika kurz{
pedagogicko-psychologické propedeutiky, jichz se studujici Ucastnili. Vysledky vyzkumu
tedy vychazeji z bohatého etnografického datového korpusu, pficemz jejich validita roste

s propojenim poznatkt z riznych kontextd.

Etnografii jsem vyuzila i ve studii ¢. 6 (Obrovska, 2016), v niZz jsem se zamérovala na

roli etnicity a procesi etnizace ve vrstevnickych vztazich mezi romskymi zaky a zakyné&mi
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a jejich spoluzaky v kontextu desegregovanych heterogennich Skolnich tfid. V tomto
vyzkumu jsem vychazela specificky z interakcionistické vétve Skolni etnografie, ktera se
zamé&Ffuje na procesy produkovani a konstruovani socidlnich identit, statusd a
symbolickych Fadl ve &kolnim prostfedi (Hammersley & Woods, 1984), a je tak
kompatibilni s pojetim etnicity jako kontextové ustavované a proménlivé kategorie (viz
sekce Konceptualizace 2akovské rlznosti). Etnografie se ukazala byt produktivni v jejim
zameéreni na kazdodennost, v niz se nejplasti¢téji projevuji rozmanité vyznamy a
interpretacni schémata, ktera jsou s etnicitou spojovana vzhledem ke konkrétnim situacim
a vztahovym konstelacim. Pomoci etnografickych a mikrointerakcionistickych pFistupt Ize
Celit reifikaci, tedy zvécnéni skupinového zakladu identit (Brubaker, 2004). I v této studii
tvofilo pozorovani zakladni metodologicky nastroj, pricemz jsem se soustredila nejen na
vyféené, ale i t&lesné, prostorové a emocni aspekty vztahd, které jsou ddleZité pfi
performovani rdznych identit. Také tento vyzkum byl koncipovdn jako etnografie
rozprostirena do celého skolniho roku, v jejimz rdmci jsem kromé pozorovani realizovala
rizné typy rozhovorl (focus groups s zaky a Zzakynémi), individudini rozhovory s
vyucujicimi, asistentkami pedagoga, vedenim skoly, pracovnicemi Skolniho poradenského
pracovisté apod. Repertoar zavedenéjsich etnografickych metod jsem rozsifila pfi
organizaci multikulturniho workshopu, v jehoz ramci jsem usilovala o vyssi miru zapojeni
a iniciativnosti 2akl a Zaky#f, které je mohou vytrhdvat z pozice pasivnich objektl védy.
Podobné i moznost vyjadfit se k potencialné citlivému tématu (vrstevnické vztahy v etnicky
smisené tridé) ve skupiné spiSe formou diskuse v ramci ohniskové skupiny nezli
individuaInim rozhovorem mize posilovat zakovskou participativitu. Naopak individualni
rozhovor mlZe vice navozovat asymetrickou pozici mezi zdkem a Zakyni a dospélym
vyzkumnikem, a tak znesnadriovat participaci zak{ a zakyn na vyzkumném procesu. Je to
pravé nastolovani kontextl ptihodnych pro zprostfedkovani hlasu 24k a Zakyh, které je

charakteristické pro etnografii jako celek.

Snahou zachytit perspektivy socidlné znevyhodnénych aktérd, jejichz hlasy mohou byt na
okraji zajmu, byla vedena i studie ¢. 5 (Obrovska & Sidiropulu Jankd, 2021), pfi jejiz
realizaci jsme vyuzily biograficky pfistup. Jak totiz ukazaly vysledky prehledové studie
analyzujici 57 ¢&eskych odbornych zdroji zaméFenych na vzdé&lavani socidlné
znevyhodnénych romskych 23kl a zakyh a jejich rodin (Obrovskd & Sidiropulu-Jankd,
2019), dominanté jsou zachycovany perspektivy vyucujicich a dalSich pedagogickych
pracovnikl prostfednictvim dotaznikd a rozhovori ve &kolnim prostfedi. Absence
participativn&jdich metodologii senzitivnich k emickym perspektivdm mdZe prohlubovat
mocenské asymetrie, kdy jsou romsti zaci a zakyné a jejich rodi¢e konstruovani jako
nekompetentni a deficitni aktéfi. Naopak posileni té&chto metodologickych ptistupt, jak

upozorfiuje Yosso (2003, s. 73), mlze vyzyvat vyzkum, ktery ,umléuje, ignoruje a
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prekrucuje epistemologie lidi jiné nez bilé barvy pleti®. Tyto poznatky informovaly studii,
v jejiz biografické c¢asti jsme usilovaly o zachyceni zkuSenosti romskych matek se
vzd&lavanim jejich déti s cilem identifikovat podptrné i kritické faktory ve tfech Grovnich.
Jednalo se o mikro-systém (napf. domaci prostiedi, interakce s vrstevniky ve skole),
mezosystém (napf. interakce rodi¢d s vyuéujicimi) a makro-systém (napt. systémové
fungovani vzdélavaciho systému). Realizovaly jsme hloubkové biografické rozhovory,
které probihaly ve zpravidla domacim, pro participantky komfortnim, prostredi. Rozhovory
kombinovaly obecné biografickou spontanni ¢ast, kdy byla participantka vyzvana sdilet
svlj pribé&h se vzdéldvanim v celé jeho historii a $ifi, nasledovala ¢ast fokusujici
participantky na rozvedeni vybranych témat ze spontanni ¢asti rozhovoru, a rozhovor
uzavirala dalsi vyzkumniky predpfipravena témata. Tato studie méla povahu smiseného
vyzkumu, protoze jsme zjisténi z biografické ¢asti konfrontovaly s vybranymi zjisténimi z
dotaznik(, které jsme sbirali mezi socidlné znevyhodnénymi romskymi a majoritnimi
zenami. V tomto srovnani vystoupily vyhody biografického pfristupu, ktery dokazal
plastic¢téji zachytit zité zkuSenosti participantek, ve srovnani s dotaznikovymi daty, jejichz
validita v pripadé nékterych poloZek (napf. vnimané diskriminace) mize byt sporna.
Biografie i etnografie maji potencidl pro zkompetentfiovani marginalizovanych aktérd,
jejichZ hlasu je umozné&no byt slySet. To mize byt obzvlaét piinosné na poli vyzkumu o
Romech, kde prehledova studie Lauritzena a Nodeland (2018) ukazuje, Ze jsou

dominantné ramovani jako problém nebo obéti, ovSsem velmi zfidka jako zdroje.

V empirické studii 1 (Obrovska et al., 2025a) jsme usilovali o to, aby moznost sdilet
vlastni perspektivu na naplfiovani individudlnich vzdélavacich potfeb v kontextu
heterogennich tfid byla dana kazdému Zakovi a zakyni, nebot jakkoliv je naslouchani hlasu
74kd a zakyn velmi podnétné z hlediska rozvoje inkluzivity kol (Messiou, 2019) a Zaci a
zakyné jsou hlavnimi pfijemci inkluzivnich praktik svych vyucujicich (Schwab et al., 2022),
stale v&tsina iniciativ na poli inkluze vychazi z pohledu dosp&lymi aktérd (Hill et al., 2004).
Perspektivy mladych lidi na proces uceni a vyuky se mohou li$it od pohledd dospélych, a
proto je dllezité jim nejen naslouchat, ale také na né& aktivné reagovat (Cook-Sather,
2006). Zahrnuti v8ech &kl a Zakyr ze zkoumanych t¥id do vyzkumného vzorku ve studii
1 bylo dilezité proto, Ze jejich perspektivy validizovaly vyuzitelnost inkluzivnich praktik
pro adresovani Sirokého spektra charakteristik a vzdélavacich potieb. Tim jsme reagovali
na vyznamnou metodologickou mezeru, na niz poukazaly vysledky kumulované
prehledové studie 3 (Navratilova et al., 2025), ktera potvrdila trend prokazany jinymi
autory (Kielblock & Woodcock, 2023; Lindner et al., 2023; Messiou, 2017; Nilholm &
Goransson, 2017). Tento trend ukazuje, Ze i pFes rostouci vyzvy k zahrnuti hlast viech
74k a zakyf na poli vyzkumu inkluzivniho vzdé&lavani (Gillett-Swan & Baroutsis, 2024;

Subban et al., 2022), vyzkumnici typicky upfednostiiuji hlas uréitych skupin zakd a zakyn
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pfed jinymi. V prehledové studii Navratilové et al. (2025) jsme poukazali na
nekonzistenci vétsSiny analyzovanych studii, které se sice v teorii zastituji Sirokou
konceptualizaci rGznosti v duchu inkluzivniho vzdélavani pro véechny zaky a zakyné,
nicméné v metodologické a vysledkové Casti sklouzavaji k prezentovani perspektiv pouze
uréitych skupin 2zakd a zakyn (nejcast&ji 2ak( se specidlnimi vzdé&lavacimi potfebami).
Charakteristickym rysem téchto studii, jsou-li souc¢asti zkoumaného vzorku zaci a zakyng,
je také skute¢nost, Ze jejich interpretace jsou ¢asto zastinény pohledem dospélych aktérd.
Zapojeni zak( a Zakyn formou participativnich a kolaborativnich ptistupl (viz napft.
Messiou, 2018) se proto ukazuje jako Ucinny nastroj pro konzistentni uplatnéni perspektivy

inkluzivniho vzdélavani pro vSechny zaky a zZakyné napfi¢ vyzkumnym procesem.

Posledni dosud nepredstavenou kumulovanou studii je studie ¢. 4 (Obrovska et al.,
2025b) a jedna se o vicendsobnou pripadovou studii Skol s vysSim podilem socidlné
znevyhodnénych 73kd a zakyn. V této studii sice neddvame hlas zranitelnym aktérlim,
nebot jejich perspektivy jsme zahrnuli do jiné studie (Majcik & Obrovska, 2025), nicméné
zprostfedkovavame pohledy Sirokého spektra pracovnikd $kol (14 typU aktérd, napt.
reditelé, zastupci, vychovni poradci, metodici prevence, socialni pedagogové, specidlni
pedagogové, skolni psychologové, adaptacni koordinatofi, koordinatofi inkluze, vyucujici,
asistenti pedagoga, externi konzultanti a dalsi) na podplrné nastroje, které $koly ziskaly
v ramci statem distribuované postcovidové podpory. Na problematiku vzdélavacich
nerovnosti socidlné znevyhodnénych 23kl a 2akyn je zde nahlizeno ze systémové
perspektivy, ktera doplnuje spiSe emické a interakcionistické uchopeni vzdélavacich
zkudenosti téchto &kl a zakyn (viz studie 5 a 6) a je kli¢ova pro formulovani doporudeni
pro vzdélavaci politiku a praxi. Metodologicky jsme k tématu pfistoupili skrze pFipadové
studie péti skol, které obdrzely financni prostfedky v zavislosti na poctech znevyhodnénych
74k{ a zakyn. Analyzou rozhovord, které probihaly v nékolika vinach, jsme zjistovali, které
problémy ve vzd&lavani té&chto 74k a Zakyn povazuji aktéfi za nejvyznamnéjsi, jaka
opatfeni ve snaze o jejich feSeni z projektové nabidky vybirali, jak probihala jejich

implementace a jaky dopad to mélo na zapojeni zak{ a Zzakyn a jejich vzdélavaci vysledky.

Zavérem lze shrnout, Ze v ramci kumulovanych studii byla vyuZita pestrd paleta
kvalitativnich metodologickych ptistupt, které umoznily zachytit 4kovskou rozmanitost z
rlznych perspektiv a v riznych kontextech. Etnografické, biografické i pfipadové designy
byly vyuzity tak, aby poskytly prostor pro hlas aktérQ, jejichz zkuSenosti byvaji v b&Zném
vyzkumu Casto upozadény. Kombinace metodologickych strategii, dlouhodoby a intenzivni
kontakt s terénem, dliraz na triangulaci dat i participativni prvky posilily validitu zji$t&ni.

Tento metodologicky rdmec proto tvoii dobry zéklad pro formulaci zavérl, které jsou nejen
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empiricky ukotvené, ale také citlivé k perspektivdm rozmanitych aktér( vzdé&lavaciho

procesu.

4. Zjisténi a jejich diskuse
V této ¢asti habilitacni prace budu sumarizovat a diskutovat zjisténi, ktera jsou obsazena

v jednotlivych kumulovanych studiich.

V kumulované studii 2 (Obrovska et al., 2024) jsme se zamérovali na to, jak studujici
ucitelstvi na svych praxich na zakladnich Skoldch reflektovali a adresovali zakovskou
rlznost a jak je v tom podporovali provazeijici vyuéujici na zakladnich $kolach a vyuéujici
predmétd, na nichZ participovali v rdmci pregradudlini pfipravy na univerzité. Zakovskou
diverzitu jsme v této studii vymezili pomoci konceptu diferencované vyuky (viz sekce
Konceptualizace zakovské rozmanitosti), ktery umoznuje jeji Siroké pojeti. Ukazalo se, ze
se studujici uditelstvi soustredili zejména na adresovani individualnich vzdélavacich potreb
tzv. vyraznych 2ak0 a Zzakyh, tedy typicky 2ak0 a Zakyh se specidlnimi vzdélavacimi
potfebami, ale také zakl a Zakyn bez formalné stanovenych podplrnych opatfeni, ktefi
byli napadni mirou narusovani vyuky, tempem prace, aktivitou apod. K potfebam ostatnich
74k{ a 2akyn, tedy vétsiny zakd a zakyn ve tiidé&, pristupovali studujici uéitelstvi reaktivné
a homogenizované, tedy jako k nediferencovanému celku. Reaktivni diferenciace
Lprimeérnych® 24kl a Zakyn byla spise vyjimeéné naru$ena zamérenim na potreby téch
74k a zakyn, ktefi byli pokrocilej&i, rychlejdi nebo aktivné&ji. Podobnou tendenci u
studujicich ucitelstvi, tedy diferencovani vyuky zejména pro zaky a zakyné dosahujici
nizkych vzdé&lavacich vysledkd, a naopak pro 7aky a zakyné vysoce vykonné, doloZily i
predchozi vyzkumy (Brevik et al., 2018; Tomlinson et al., 1997), protoze pravé tyto
skupiny zakd a zakyf mohou predstavovat pro budouci vyuéujici vyzvu. Snahu studujicich
uditelstvi o ¢astednd proaktivni pFistup k vykonnym 2akim a Zakynim lze chapat jako
zplsob, jak vyvazit odchylky od vyuky zamé&tfené na pomysiny primér. Podobné i tendence
cilen& reagovat na potieby vyraznych zakd a zakyn mdze byt chdpana jako vyraz snahy
predejit naruseni chodu tfidy jako celku. Preferovani konvergentnich forem diferenciace
mlze korespondovat s vefejnym diskurzem o adresovani zékovské rlznosti v &eském
(Stech, 2021) i mezindrodnim prostredi (Gudjonsdottir & Oskarsdottir 2019; Woodcock et
al., 2022), kde se ¢asto klade rovnitko mezi inkluzi a za¢lefiovani naroénych zakd a zakyn,
zejména téch se specialnimi vzdélavacimi potifebami, a Zakovskd rozmanitost je tak

dominantné nahlizena jako specialné pedagogicky koncept.

Z analyzy univerzitnich kurzl vyplynulo, Ze téma Zakovské rozmanitosti bylo ve vyuce

zastoupeno v mnoha podobdch, napfti¢ rlznymi tematickymi oblastmi a vysoko&kolskym
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vzdé&lavatellim se dafilo vytvaret prileZitosti k tomu, aby se budouci vyuéujici seznémili s
rlznymi vzdélavacimi potfebami 2ak{ a 2akyr a naudili se na né vhodné reagovat. Zatimco
vzdélavateli modelovany pozitivni pfistup k zakovské rozmanitosti studujici ucitelstvi
prejimali (srov. Moon et al., 1999; Wan, 2016), prezentované rady a strategie k
naplfiovani rlznorodych potfeb 3kl a zakyr se vdak do jejich praxe propisovaly spise
limitované, protoze si je bud nepamatovali, nebo je chapali jako pfilis teoretické, prestoze
mohly byt plvodné zprostfedkovany jako konkrétni a specifické. Lze se domnivat, e k
odpojeni mezi teorii a praxi mohla prispivat i skute¢nost, ze kurikulum tykajici se zakovské
rozmanitosti nebylo v ramci univerzitniho vzdélavani zasazeno do propojeného
systematického rdmce, na coz upozornuji i jini autofi (Dack, 2019; Gudjonsdottir &
Oskarsdoéttir, 2019). Timto rdmcem by mohl byt napfiklad koncept diferencované vyuky
(Santangelo & Tomlinson, 2012). Nedostatek systematicky propojeného a na
zkudenostech zaloZeného kurikula spolu s nedostateénym modelovanim postupl
diferenciace ve vysokogkolské vyuce, které doloZili i Swennen et al. (2008), miZe vést k
tomu, Ze studujici ucitelstvi naplfiovani potfeb rlznych 2akl a Zakyn ve tfidé na svych
praxich spise upozaduji ve prospéch naléhavéjsich zalezitosti, jako je napfiklad zvladani

kdzné Ci organizace Casu (Moore, 2003).

Na rozdil od studujicich uditelstvi, kterym se pfi jejich prvnich ucitelskych pokusech dafilo
prenaset poznatky z vysokoskolské vyuky do praxe spiSe omezeng, jsme se ve studii 1
(Obrovska et al., 2025a) zamé&fili na zkudené vyucujici, kteFi plsobili v b&Znych
zakladnich skolach vybranych s ohledem na vyssi miru diferenciace a individualizace vyuky
a ktefi pouzivali &irokou &kalu inkluzivnich strategii pfi adresovani zdkovské rlznosti. Tyto
strategie jsme ve spolupraci s profesorem Sharmou systematizovali do ramce péti
inkluzivnich jadrovych praktik a deseti klicovych strategii. Jednalo se o strategie, které
vyucujici pravidelné pouzivali ve vyuce a které mély potencidl adresovat Sirokou skalu
rozmanitych vzdéladvacich potifeb vdech 7akd a zakyh ve zkoumanych tfidach a zaroven
byly z perspektivy zak( a zakyr vnimany jako uzite¢né a podplrné. V ramci prvni inkluzivni
jadrové praktiky - diferenciace Urovné 2ak( a zakyn - vyulujici prizplsobovali vyuku
rGznému tempu a schopnostem zakl a zakyh Eastym vyuZivanim gradovanych dloh.
Vyucujici tak napfiklad poskytli pomalej$im 2akim a zakynim vice ¢asu pfi zpracovani
Ukolu nebo rychlejdim 2adkim a zakynim zadavali ndro¢né&jsi Glohy navic. Druhou inkluzivni
jadrovou praktikou byla podpora zapojeni zakd a Zakyf do vyuky, o néZ vyuéujici usilovali
zejména prostrednictvim vyuky, kterd je pestra a aktivizujici, a také posilovanim
zodpové&dnosti 7akl a Zakyn za ucéeni. K piikladdm téchto strategii patfilo naptiklad
vyuzivani interaktivnich pomdcek (tablety) & rlznych forem vrstevnického uéeni (napft.
skupinové prace). Treti inkluzivni jddrova praktika byla zamérena na tvorbu bezpecného

prostiedi ve tfidé, kdy se vyucujici snazili navozovat pozitivni atmosféru a vést zaky a
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7akyné k respektovani pravidel chovani. K pfikladdm naplfiovani t&chto strategii patfilo
ujistovani 2ak( a zakyn, Ze dé&lani chyb je pfirozenou souddsti uleni, nebo také
znovuzisk&vani pozornosti zak{ a zakyn prostfednictvim efektivnich rutin. Ctvrta praktika
se zamé&Fovala na monitorovani a facilitovani u¢ebniho pokroku zakd a zakyn, co? vyuéujici
realizovali napfiklad prostfednictvim prdb&Zzného monitorovani procesu ucéeni a
poskytovanim korektivniho feedbacku 23kdm a Zakynim. Posledni identifikovanou
praktikou byla spoluprace s asistenty, s nimiz vyucujici spolupracovali na organizaci vyuky
nebo jim poskytovali autonomii pfi individualizaci vyuky pro konkrétni zaky a zakyné.
Asistenti tedy napriklad rozdavali vyukové materidly ve tridé, ale zaroven pravidelné

poskytovali vybranym 2akdm a zakynim individualizovanou zpé&tnou vazbu.

Nase zjisténi podporuji vysledky systematické prehledové studie Finkelsteina et al. (2019),
ktefi identifikovali rovnéz pét kategorii inkluzivnich praktik. Nds model potvrzuje, zZe
vysoce inkluzivni vyuéujici vyuzivaji podobné postupy, ovéem zdlrazfiuje vyznam praktik
zamérenych na diferenciaci a zvy$ovani zapojeni 24kl a zakyn do vyuky. Tyto dva typy
praktik jsou také rozpoznavany jako velmi ddleZité v rédmci Siroce akceptovanych
inkluzivnich pedagogickych model(d (Griful-Freixenet et al., 2020), jakymi jsou

diferencovana vyuka (Tomlinson, 2017) ¢i univerzdlni design pro uceni (CAST, 2018).

Ve studii jsme rovnéz identifikovali skrze zakovské perspektivy vyzvy pfi implementaci
inkluzivnich jadrovych praktik a strategii, diky kterym nemusely byt potfeby nékterych
jednotlivcl & skupin zakl a zakyh efektivné naplfiovany. V rdmci strategii zaméFenych na
diferenciaci rlizné Urovné, Zaci a zakyné& s pokrocilymi znalostmi potiebovali kognitivné
stimulujici a smyslupInéjsi dkoly, které by lépe odpovidaly jejich schopnostem, na coz
poukazaly i pfedchozi vyzkumy (Subban et al., 2022; Ziernwald et al., 2022). Ackoliv Zaci
a zakyné ocenovali moznost vybirat si ndro¢nost Uloh vzhledem k jejich Urovni, vzdy to
bylo podminéno kompetenci sebehodnoceni. Schopnost pfesné posoudit Groven vlastnich
znalosti a dovednosti byla proto pro nékteré zaky a zakyné naroc¢na, coz dolozili rovnéz
Brown a Harris (2014), tudiz pfi volbé adekvatni Urovné potfebovali vétsi podporu ze
strany vyucujicich. Dale se ukazalo, Ze vrstevnické uceni jako jedna ze strategii zvySovani
zapojeni zakl a zakyf ve vyuce midZe vést k nechuti &asti vykonnéjsich 2akl a zakyn
plsobit v roli vrstevnickych expertl. Toto zjist&ni naznacuje, e nadmérné vyuzivani
metod vrstevnického u&eni mze byt aZ kontraproduktivni a je tfeba dobfe zvaZit jeho
podobu a organizaci, jak doporucuje i Topping (2005). Pfedchozi vyzkumy dolozily, ze
pozitivni vztahy inkluzivnich vyucujicich s zaky a zakynémi jsou stézejni pro tvorbu
bezpecného prostfedi (Subban et al., 2022; Van Mieghem et al., 2020). Pro navazovani
bezpecného prostfedi vyucujici v nasem vyzkumu Casto vyuzivali humor, nicméné ten

mZe mit nékdy negativni dopad, pokud jej né&ktefi Zaci a zakyné& vnimaji jako prilis
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sarkasticky az stigmatizujici, jak ukazal i nas vyzkum. Podobné jako jiné vyzkumy
(Giangreco, 2021; Subban et al., 2022) nase studie také dolozila, ze Zaci a zakyné sice
ocefiuji pomoc od asistentd pedagoga, nicméné si mysli, Ze primarni zodpovédnost za
zprostfedkovani obsahu uciva maji jejich vyucujici. Néktefi zaci a zakyné, pokud maji
moznost, davaji pfednost podpofe od vyucujiciho prfed asistentem napfiklad proto, Ze

vyucujici dokaze Iépe vysvétlit probiranou latku.

I pfes identifikované vyzvy pfi implementaci dil¢ich inkluzivnich strategii byli s vyuzivanim
inkluzivnich jadrovych praktik spokojeni az na vyjimky vsichni zaci a zakyné, a proto je
lze povaZovat za perspektivni pfi adresovani Sirokého spektra rtiznorodych zakovskych

charakteristik.

Vysledky obou vyde prezentovanych studii naznaduji dlleZité metodologické ptinosy,
protoze jak ukdazala kumulovana prehledova studie ¢. 3 (Navratilova et al., 2025),
vyzkumnikim na poli inkluzivniho vzdé&lavani se zpravidla nedafi uchopit rizné vzdélavaci
potieby zak( a zakyn v Sirokém pojeti. V prehledové studii jsme se zaméfili na to, jaka
témata se objevuji ve studiich, které se zastituji inkluzivnim vzdélavanim pro véechny Zaky
a zakyné, tedy pristupem k Siroké konceptualizaci zakovské diverzity. Ve 26 studiich
zahrnutych do analyzy jsme identifikovali tfi témata: hodnoty, praktiky a rozvoj Skoly.
Oblast hodnot zahrnovala zpravidla pozitivni postoje vyucujicich k Siroce ramované
74akovské rliznosti. Existuje v8ak disproporce mezi postoji a presvédéenimi vyulujicich na
strané jedné a jejich jednanim ve vyuce na strané druhé (Lindner et al., 2023). V roviné
inkluzivnich praktik se objevuiji rizné vyukové postupy, sahajici od Fizené metody cteni,
pfes projektové vyucCovani az po diferenciaci vyuky. Nékteré studie poukazuji na
presvédCeni vyucujicich o pozitivnich pfinosech diferencované vyuky, nicméné reflektuji i
jejich obavy a prekazky, kterym celi pfi pokusech o jeji implementaci v praxi, coz odpovida
i zavérlm prehledové studie Smale-Jacobse et al. (2019). Cast studii se dale zamérovala
na rozvoj $koly smérem k inkluzi. Studie zamé&fené na rozvoj $kol pfichazeji s dllezitym
poznatkem, Ze zapojeni zak( a zakyn do rlznych fazi realizace vyzkumuU prostfednictvim
kolaborativnich a participativnich pFistupl posiluje inkluzivni praxi a kulturu koly (napt.
Messiou, 2018). Dalsi dlleZity vysledek se tykd toho, Ze pokud studie zkoumaly ur¢ité
téma z perspektivy rlznych aktérd, interpretace 7akl a zakyf byly ¢asto zastin&ny
pohledem jinych typl participantl. Hlas 2ak( a zakyn tak ve studiich zanikal, prestoze
jsou pFijemci inkluzivnich praktik svych vyucujicich, a proto by méli byt Zaci a zakyné

povazovani za experty (Bourke & Mentis, 2013).

Dale jsme sledovali miru konzistence, s niz se inkluzivni vzdélavani pro vSechny Zaky a

zakyné propisovalo do jednotlivych c¢asti analyzovanych studii (teorie, metodologie,
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vysledky a jejich diskuse). Ukdzalo se, Ze vét&ina vyzkum{ na poli adresovani zakovské
rlznosti v perspektivé inkluzivniho vzdélavani pro viechny zaky a zakyné sklouzava k
uzsimu pojeti inkluzivniho vzd&lavani ve smyslu adresovani potieb uritych skupin 2akd a
7akyn (nejéastdji 24kl a zakyn se specialnimi vzdé&lavacimi potfebami). Zatimco vétsina
studii byla konzistentnich pfi konceptualizaci, interpretaci a diskusi vysledkl, jen mensina
studii byla konzistentni v metodologii. Z hlediska souladu s principy inkluzivniho vzdélavani
pro vSechny zaky a zakyné se tedy jako nejproblematictéjsi jevi metodologicka cast studii,
coz ovéem vrha $patné svétlo na diivéryhodnost vysledk{. Autofi studii mohou prezentovat
a interpretovat zjiténi tak, jako by se tykala vSech 2akd a Zzakyn, ve skute€nosti se viak
tykaji jen vybranych skupin zak( a Z3akyn. Tento problém &asto souvisi s popisem
zkoumané populace, protoze zpravidla neni jasné, zda se vyzkum skutec¢né vztahuje na
vSechny zaky a zakyné ve zkoumanych tfidach. Vyzkumnici do vzorku ¢asto zahrnuji pouze
zaky a zakyné sdilejici jednu specifickou charakteristiku - zpravidla urdity typ postizeni.
Tato skupina zak{ a Zakyf pritom tvofi mensinu ve tiidnim kolektivu, zatimco ostatni Zaci
a zakyné z(stadvaji nepopsani a nejsou do vzorkl vybiréni. Pfi konstrukci vzorku tedy
mnohdy dochazi k nepfimérené redukci komplexity inkluze. Ackoliv je pochopitelné, ze
vyzkumnici podléhaji pragmatickym ohledim pfi realizaci vyzkumd, mnohdy nereflektuji,
e jejich vyb&rové postupy se opiraji o pfedem vymezené skupiny zakt a zakyr (Norwich,
2014).

Dosud prezentované poznatky shrnuji zjisténi z kumulovanych studii vénovanych
adresovani zakovské rliznosti v jejim Sirokém pojeti, tedy s pomoci pfistupu inkluzivniho
vzdélavani pro véechny 7aky a Zakyné a prostifednictvim konceptl inkluzivnich praktik a
diferencované vyuky. Nyni se budu vénovat shrnuti zjisténi vyplyvajicich z kumulovanych

studii 4-6, které se zabyvaji zakovskou diverzitou v sociokulturni perspektivé.

Studie 4 (Obrovska et al., 2025b) se zamérfuje na pretrvavajici problém nerovnosti
socialné znevyhodnénych 73kl a zakyf v &eském &kolstvi. Jejim cilem bylo mapovat
implementaci postcovidového programu podpory, kterou ziskaly Skoly s vyssim podilem
socialné znevyhodné&nych zakl a zakyh, aby zvysily miru angazovanosti 74kl a zakyh a
jejich vzdélavaci vysledky. Zajimaly nas vyzvy, na které ve vzdélavani socidlné
znevyhodnénych 73kl a zakyn narazeji hlavni ptijemci systémové podpory (vedeni $kol,
vyucujici, pedagogiéti asistenti, externi konzultanti, pracovnici poradenskych pracovist),
ale i jejich Fedeni prostiednictvim nastroji vybiranych z projektové nabidky. Ta zahrnovala
oblast personalni podpory (napf. financovani Gvazk( Skolniho psychologa, specidlniho
pedagoga, socidlniho pedagoga, adaptacniho koordinatora apod.), pfimé podpory 2ak{ a
zakyn (napf. doucovani, zazitkové programy apod.) a podpory profesniho rozvoje

pracovnik{ &kol (napf. supervize, kou¢ink, mentoring apod.). K nejpal&ivéjsim problémim
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dle zamé&stnancl $kol patfila nizkd dochazka 23kl a zakyn do Skoly, stejné& jako i do
volnoCasovych aktivit. Na to Skoly reagovaly financovanim zazitkovych vzdélavacich
programl (napf. navétéva divadla, védecko-zdbavniho centra) a mimoskolnich aktivit
(vylety, adaptacni pobyty), které jsou pro zaky a zakyné atraktivni a poskytuji
pracovnikim &koly prostor k prohlubovani vzdjemnych vztahQ i vrstevnickych vztah( v
tfidnich kolektivech. S podobnym zamérem byly také financovany a organizovany akce
pro rodi¢e 2akl a Zzakyn. Problémy vyvérajici z nizké motivovanosti zakl a Zzakyf a jejich
nepfipravenosti na vyuku $koly tedily také ndkupem pomucek, ale zejména financovanim
asistentl pedagoga a rliznych pracovnikl &kolnich poradenskych pracovist, ktefi jsou
schopni vyuéujici podpofit pFi zvlddani kazerisky naroéného chovani 23kl a zakyh. Lze
shrnout, Ze se skoly soustfedily zejména na podporu behavioralni dimenze zakovské
angazovanosti, souvisejici se skolni dochazkou a motivaci k Ucasti na vyucovacich i
mimoskolnich aktivitach, a jeji emocionalni dimenzi souvisejici s pocitem sounalezitosti ke
$kole, pozitivnimi vztahy & poskytovanim pomoci pfi fedeni osobnich problém{. Naopak
jeji kognitivni dimenzi, projevujici se podporou pfimého zapojovani zakd a zakyfn do uleni
prostfednictvim vyuzivani metakognitivnich a autoregulacnich strategii (Fredricks et al.,
2004; Zimmerman, 1990), v rdmci podpory spiSe upozadovaly. Dlraz poloZeny na praci
na vztazich, zvy$ovani motivace a fedeni nadroéného chovani mize mit dopad na kvalitu
vyuky. Z promluv zamé&stnancl $kol bylo zfejmé, Ze jejich cilem je zprostfedkovat zakdm
a zakynim zakladni znalosti a dovednosti, které maji ¢asto povahu minimalnich vystupd,
coz neodpovida zévazklm plynoucim z Radmcového vzdélavaciho programu pro zakladni
Skoly. To je v souladu s pfedchozimi vyzkumy, které dokladaji, Ze ocekavani vyucujicich
se lisi v zavislosti na socioekonomickém statusu zakd a zakyn (Auwarter & Aruguete, 2008;
Dusek & Joseph, 1983), pri¢emz nizkd odekavani se promitaji do &kolnich vysledk( zakd a
7akyf. Snizovani o¢ekdvani vzhledem k socidlné znevyhodné&nym 2aklm a Zakynim bylo
navic vyrazné posileno dopady pandemie covid-19 (srov. Beckmann et al., 2022;
Betthauser et al., 2023; Gee et al., 2023). Pfedchozi vyzkumy ukazaly, Ze jsou to ale
pravé vysokd ocekavani vznadend ke vdem zakim a Zakynim, vysokd kvalita vyuky a
monitorovani pokroku kazdého Zaka a zakyné, které jsou charakteristické pro skoly, jez
dokazaly uspésné Celit znevyhodnujicim podminkdm (Chapman & Harris, 2004; Demie &
Mclean, 2015; Muijs et al., 2004; West et al., 2005).

Analyza cerpani projektové podpory tedy ukazala, ze se sSkoly orientuji zejména na
zvySovani angaZovanosti 7akl a Zakyf, kterd se vdak odehrdvd na pozadi snizovani
akademickych narokl kladenych na zaky a zakyné&, nizkych aspiraci a jisté rezignovanosti

vzhledem ke vzdé&lavacim vysledkim.
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Studie 5 Obrovska & Sidiropulu Jankd (2021) doplfiuje poznatky o snaze reSit
nerovnosti socidlné znevyhodné&nych z3ak( a zakyn systémovymi opatifenimi pohledem
romskych matek na bariéry a resilientni faktory v zdkladnim vzdélavani jejich déti.
Zprostiedkovani tohoto pohledu je dlleZité, protoZe jak pFiblizuji v sekci Metodologie, v
Ceském kontextu prevaZzuje vyzkum pohledu vyulujicich a dalSich pracovnikd &kol na
vzd&lavani romskych 2ak{ a zakyn, pri¢emz pohled samotnych zakd a zakyf a jejich rodicl
byva typicky upozadén (Obrovska & Sidiropulu Jank{, 2019). Vysledky kumulované studie
jsou prezentovany v souladu s analytickym rozliSenim makrosystém{, mezosystémi a
mikrosystémU v rdmci bioekologického modelu osobnostniho rozvoje dle Bronfenbrennera
(1979, 2005).

V ramci makrosystému a exosystému, které zahrnuji spoleCenské normy, ekonomicky
systém ¢i média, romské matky zminovaly negativni zkusenosti s rasismem a diskriminaci,
k nimz se vztahuji jako k nemé&nnému souboru ramcd, které determinuji jejich chovani, a
jsou mezigeneracné reprodukovany. Poskytovanou makrosystémovou podporu (napf. na
Uradech) vnimaly jako neupfimnou, podminénou, c¢asto doprovazenou nepratelskymi
postoji Ci rasovymi predsudky. Deficitni pfedstavy o romskych détech a jejich rodinach Ize

chapat jako odraz fungovani Sirsich socialnich a mocenskych struktur (Yosso, 2005).

Na mezosystémové Urovni, kterd vyjadiuje interakci mezi rliznymi mikrosystémy, v nichz
se jedinec pohybuje (napt. interakce rodi¢l ditéte s jeho vyuclujicimi, které propojuji
mikrosystém jeho rodiny s mikrosystémem tfidniho kolektivu ve Skole), prevazovaly
pozitivni zkuSenosti s podporou zejména v ramci mimoskolnich aktivit. Z perspektivy
romskych matek tyto aktivity pfispivaji k osobnostnimu i vzdélavacimu rozvoji ditéte.
Podpora ¢asto pochazela od pracovnikl neziskovych organizaci, ktefi maji empaticky,
pratelsky a osobni pfistup k rodi¢dm i détem a vytvareji prostiedi, v némZ mohou matky
své déti vnimat s respektem a hrdosti (Doubek et al., 2015; Lauritzen, 2019). K
resilientnim faktorim patfila i nabidka volno¢asovych aktivit, které jsou jejich détem &asto
zprostifedkovany pravé neziskovymi organizacemi nebo i Skolami a jichz se jejich déti
mohou Ucastnit bud’ zadarmo, nebo za nizky poplatek. Podobné pozitivnich zkusenosti z

formalniho Skolniho prostfedi vSak bylo znatelné méné.

Zku$enosti romskych déti z tfidnich kolektivi prezentované jejich matkami v ramci
mikrosystému rezonuji s jejich vlastnimi vzpominkami na vylucovani a etnickou ¢i rasovou
Sikanu. Déti nékterych informantek somatizovaly strach z chozeni do Skoly nevolnostmi a
nemocemi. Podobné jako v makrosystémové roviné nejsou zkusSenosti se Sikanou a
diskriminaci ojedinélé. Casto tvofi dlouhodoby a opakovany vzorec, ktery se propisuje do

rodinné paméti i identity a mize zesilovat tendenci k preferovani segregovanych, etnicky
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homogennich skol. Romské matky usiluji zejména o ,minimalizaci Skod" (damage control),
tedy projiti Skolnim systémem tak, aby dité neutrpélo Ujmu, pficemz stfedostavovské
idedly o aktivni rodicovské podpore rozvoje vzdélavaciho potencidlu ditéte ustupuji do
pozadi (srov. Lareau & Horvat, 1999). Z biografickych dat silné vystupujici vnimana
diskriminace ve $kolnim prostfedi kontrastuje s poznatky z dotaznikl, v nichZ na poloZzku
o mire férového zachazeni vyucujicich s jejich détmi ve Skole odpovidaly romské Zeny
spiSe pozitivné podobné jako Zeny z majority. To je dllezité zjisté&ni, nebot vyzkumy
zamé&rené na vnimanou diskriminaci hojné vyuZivaji dotaznikQ, které v této otdzce nemusi
z riznych dGvodd prindset validni data (nedlvéra respondenta pochézejiciho z minority k
tazateli z majority, nepochopeni polozky, socidlni Zzadoucnost apod.). V ramci
mikrosystému nachazeji romské matky pri vzdélavani a péci o své déti nejvétsi podporu v
rozvétvenych rodinnych strukturach (babicky, matky, sourozenci apod.). Silné spoléhani
se na rodinu Ize vSak chapat jako odraz celkové nepfiznivého postoje ¢eské spolecnosti
vUici Romim, kdy dochazi ke ztraté divéry ve vnéj&i pomoc, rezignaci na hledani podpory
mimo vlastni rodinné socialni vazby a celkové prohlubovani vzdalenosti mezi majoritou a

minoritou.

Posledni kumulovana studie 6 (Obrovska, 2016) pfinasi perspektivu samotnych
romskych 23kl a zakyn a jejich spoluzdkl na dynamiku etnicky smigeného tfidniho
kolektivu, kde optikou romskych matek jejich déti ¢asto trpi, nebot Celi etnické i rasové
exkluzi (viz studie 5, Obrovska & Sidiropulu Jankii, 2021). Skrze mikroanalyzu
situa¢niho ustavovani zakovskych identit v kazdodennim Zivoté skolni tfidy jsem v této
studii analyzovala protinani etnicity s dalSimi socidlnimi identitami. Ritualizovana
predvadéni subkulturnich rapperskych a sportovnich identit romskych chlapcd ve
vrstevnické kulture se protinala s performovanim genderu, ktery byl etnizovan a vniman
majoritnimi spoluzaky i vyucujicimi ambivalentné. Zatimco nékdy byl etnizovany gender
spiSe ocenovan (napf. kdyz romsti chlapci reprezentovali Skolu na sportovnich soutézich),
jindy se staval zdrojem obav (pfi fyzickych kontaktech mezi romskymi a majoritnimi
chlapci béhem prestavek). I jiné studie (Mac an Ghaill, 1998; Wright et al., 1998) ukazaly,
7e intenzivné&j&i prace etnicky minoritnich chlapcl na maskulinité mdZe byt zplsobem
vyvazovani jejich nizkého skolniho statusu, protoZze v soutézi o dobré zndmky casto
prohravaji. Vyvstaval zde rozpor mezi nizkou legitimitou, kterou se jim dostavalo vzhledem
ke slabym 8$kolnim vysledkim, a vysokou mirou respektu, ktery t&Zili z predvadéni

maskulinnich a subkulturnich identit.
Vsichni romsti chlapci propadli a byli o dva az tfi roky starsi, coz dale zesilovalo jejich

odstup od ostatnich spoluzak{. Tento v&kovy rozdil véak nebyl reflektovan v uéitelskych

vypovédich prostoupenych diskurzem o predCasném dospivani, ktery negativné dopadal
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zejména na romskeé divky, protoze je vymanoval ze svéta détské nevinnosti. Romské divky
navic intenzivné pecovaly o svij vzhled, coZ jejich postarSovani podle vyuéujicich spige
zesilovalo. PFedchozi vyzkumy doloZily (Youdell, 2003), Zze prace na vzhledu mQze byt
strategii zvySovani statusu etnicky minoritnich divek v kolektivu, protoze ty byvaji v
kontextu heterogennich ti¥{d méné sebevédomé, Eastéji se prizplsobuji pozadavkdm Skoly
a typicky disponuji nizsim statusem ve srovnani s minoritnimi chlapci. Romské divky tedy
v disledku prace na feminité v kontextu pozorované tfidy &elily protichldnym tlakim: z
jedné strany si zvySovaly reputaci ve vztazich s chlapci z prevazné romskeé party a také v
ramci divéi vrstevnické struktury, z druhé strany byly vnimany jako ,predcasné vyspélé",

coz ohroZovalo jejich povést jak v o&ich pedagogd, tak i nékterych vrstevnikd.

Prezentovana zji§téni upozorfiuji na rizikové faktory pfi zacélefiovani romskych zakd a
74kyh do $kol b&Zného proudu. Za problematické Ize povaZzovat propadani zakl a zakyn,
které zvyduje vékové rozestupy od ostatnich spoluzdkd, coz miZe vyvolat nezadouci
dynamiku ve tridé. Problémem je rovnéz rezignovani casti vyucujicich na pozitivni
akademickou identitu romskych 2akd a zakyf ve prospéch zdGrazfiovani jejich hudebnich
&i sportovnich vloh, coz mize Ustit v exotizované zjina¢ovani urcitych charakteristik téchto
74kl a zakyf. Nicméné tyto poznatky jdou na vrub vyzkumné otdzce, kterou jsem si kladla
konkrétné v kumulované studii 6 (Obrovska, 2016). Poznatky z dalSi pozorované tfidy v
ramci stejného vyzkumu, které jsou souhrnné publikovany v knize (Obrovska, 2018), vsak
dokladaji plastickou povahu etnicity, jez se mize projevovat vyrazné odliné& v kontextu
jiného tfidniho kolektivu. Druhou tfidu v rdmci stejné Skoly navstévovala sportovné
zamérena romska divka ¢i v uceni UspésSny romsky chlapec. Tato zjiSténi ukazuji potencial

pro za¢len&ni romskych 7akd a zakyr do heterogennich kolektivd.

Jednotlivé kumulované studie ukazuji na komplexni a mnohovrstevnaty charakter
adresovani zakovské diverzity - od snah studujicich ucitelstvi a zkuSenych vyucujicich
reflektovat a zohledfiovat vzdé&lavaci potieby rlznych 73kl a zakyn pres systémova a
institucionalni opatfeni zamérend na socidlné znevyhodnéné Zzaky a zakyné az po
zkudenosti samotnych znevyhodnénych 7akd a zakyfn a jejich rodin. Vysledky naznacuij,
7e kli¢ovou vyzvou nadale z(stdva prekondavani reduktivnich pfistupl k rozmanitosti a
inkluzi. RA&mec inkluzivnich jadrovych praktik predstaveny ve studii 1 se v tomto ohledu
jevi jako perspektivni rdmec, ktery mizZe slouzit jak k systematizaci podplrnych strategi,

tak k rozvoji inkluzivni praxe $kol napfi¢ rliznymi kontexty.
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5. Implikace, limity a zavér
Zavérem vyvozuji implikace pro teorii, metodologii a praxi pfi adresovani zakovské
rozmanitosti ve vzdélavani, v nichz vytézuji a provazuji poznatky ze vsech

kumulovanych studii.

5.1 Teoretické implikace

Prvni teoreticka implikace vychazi z modelu inkluzivnich jadrovych praktik, ktery jsme
predstavili v kumulované studii 1 (Obrovska et al., 2025a). Pfredpokladame, Ze tento
model ma potencial pro vyuziti v rdmci ptistupl k 3iréi konceptualizaci zakovské diverzity
a inkluzivniho vzdélavani, protoze rozviji poznatky shromazdéné prehledovymi studiemi
(Finklestein et al., 2019; Lindner & Schwab, 2020). Navic nékteré inkluzivni praktiky
zahrnuté mezi jadrové se objevuji i v etablovanych pedagogickych modelech k adresovani
74akovské rlznosti (Griful-Freixenet et al., 2020), konkrétné v ramci diferencované vyuky
a univerzalniho designu pro uceni. Vysledky kumulované prehledové studie 3
(Navratilova et al., 2025) potvrdily, Zze koncept diferencované vyuky byl Uspésné
uplatnén ve studiich, které konzistentné pouzivaly pfistup inkluzivniho vzdélavani pro
vSechny zaky a zakyné, coz doklada jeho vyzkumny potencidl vyuzitelny v pristupech k

Siroké konceptualizaci zakovské riiznosti.

K moznosti Sirsiho uplatnéni modelu inkluzivnich jadrovych praktik dale prispiva
skute¢nost, Ze jednotlivé praktiky zahrnuté v modelu odkazuji ke konceptdm, které jsou
Casto sklonované ve vyzkumech efektivni vyuky (napf. tvorba bezpecného prostredi, viz
Jennings et al., 2009; Korpershoek et al., 2016; Wubbels & Brekelmans, 2005; nebo
poskytovani zpétné vazby viz Hattie & Timperley, 2007; Mitchell & Sutherland, 2020;
Smale-Jacobse et al., 2019, apod.). Jak upozoriiuji néktefi autofi, inkluzivni praktiky se
do znacné miry prekryvaji s vyukovymi strategiemi, které jsou obecné povazovany za
efektivni a kvalitni a jako takové jsou vyuzitelné pro vsechny zaky a zakyné (Jordan et al.,
2009; Mitchell & Sutherland, 2020; Molbaek, 2018; Norwich & Lewis, 2010; Svojanovsky

et al., v recenznim Fizeni).

Dalsi teoreticka implikace vychazi z kumulovanych studii vyuzivajicich uzké pristupy ke
konceptualizaci Zakovské rozmanitosti (studie 4-6). PFi konceptualizaci zakovské diverzity
v Uzkém pojeti, které vychazi z kategorialniho chapani rozdill mezi zaky a zakyn&mi (napf.
etnicita, socioekonomicky status, specialni vzdélavaci potfeby aj.), doporucuji vyuzivat
pristupy, jez tyto kategorie nevnimaji jako pevné dané, ale jako proménlivé, kontextualné
utvarené a otevrené interpretaci. Jak ukazuji ve studii 6 (Obrovska, 2016), inspiraci

mohou byt napfiklad pfistupy, jako je etnicita bez skupinového zakladu (ethnicity without
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groups, Brubaker, 2004) ¢i kazdodenni etnicita (Brubaker & Cooper, 2000). Tyto pfistupy
umozfiuji uvaZovat o kategoridln& vymezené rlznosti bez jeji esencializace a hrozby
analytického groupismu (analytical groupism, Brubaker, 2004), s dlrazem na jeji
predvadéni a dramatizace v kazdodennim Zivoté (srov. Collins, 2004; Goffman, 1967).
Timto zplsobem Ize udrzet teoretickou citlivost va¢i strukturnim aspektdm odlignosti, aniz

by se diverzita redukovala na statické a homogenni skupinové identity.

5.2 Metodologické implikace

Metodologickou pfednosti modelu inkluzivnich jaddrovych praktik prezentovaného ve studii
1 (Obrovska et al., 2025a) z hlediska vyzkumu adresovani zakovské rlznosti je to, Ze
vychdzi z vysledk( vyzkumu zahrnujiciho vdechny Zzaky a Zakyné s nejrizné&jsimi
charakteristikami a vzdélavacimi potrebami, tedy z pfistupu k Siroké konceptualizaci
zakovské diverzity. Model ma potencidl k vyzkumnému vyuziti zejména v béznych
mainstreamovych &kolach s riznorodou Zzakovskou populaci, nicméné& muze byt aplikovan
i v jinych kontextech, prestoze se dil¢i inkluzivni strategie mohou lisit vzhledem ke
specifickym kontextudlnim podminkam (napf. segregované tfidy, pocetné velké tridy
apod.). Studie 1 (Obrovska et al., 2025a) spolu se studii 3 (Navratilova et al., 2025)
ukazuji, jak zahrnout véechny 2aky a zakyné do vyzkumU realizovanych v heterogennich
t¥idach, je-li nadim cilem zohledfovat rozmanité vzdélavaci potieby skute¢né viech zakd
a zakyn. Tato prace tedy reaguje na metodologicky problém, s nimz se stale rada
vyzkumnikl nedokaZe Uspésné vyporddat - jak propsat &iroké ramovani *akovské

diverzity do vyzkumu a nesklouznout k zamé&Feni na Gzce vymezené skupiny 74k a zaky#.

Vysledky studie 3 (Navrtatilova et al., 2025) ddle implikuji, Ze by vyzkumnici méli pfi
vyzkumu z&kovské rlznosti peclivé zvazovat konstrukci vyzkumného vzorku, které
vybé&rové postupy zvolit, jak popsat populaci zakd a zakyh, jak prezentovat vysledky
konzistentn& s metodologii atd. Je tedy tfeba vykroéit za pragmatické dlvody (&asova
investice, finan¢ni naklady) pfi sestavovani vzorku (Norwich, 2014) a promyslet nové
metodologické postupy, které umozni uvazovat o vyzkumu zakovské rznosti v Sirokém
pojeti mimo zazité kategorie. Vyzkumnici by méli kriticky reflektovat jazyk a kategorie,
které pouzivaji pti popisu rozmanitych 2ak( a zakyfi, protoZe tyto mohou (nezdmérné)
produkovat exkluzi (srov. Kielblock & Woodcock, 2023). Ve studii 1 (Obrovska et al.,
2025a) jsme ukazali jednu z moZnych metodologickych strategii, kterd mdZze vést k
zohlednéni Sirokého spektra vzdélavacich charakteristik a potieb 2akl a zakyr. Na$ vzorek
tvorili vSichni Zaci a 2adkyné vybranych t¥id, abychom predesli vybé&ru zastupct omezeného
poctu skupin (napf. zak ¢i Zakyné s poruchou chovani, nadany zak ¢i nadana zakyné apod.)

takzvané reprezentujicich rdznost. Z toho plyne, e by vyzkumnici méli premys$let nad
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dalSimi moznymi vybérovymi postupy, které umozni zahrnout zaky a zakyné s Sirokou

paletou rdznych charakteristik.

Studie 3 (Navratilova et al., 2025) dale prokazala, Ze prestoze se vyzkumy hlasi k
perspektivé inkluzivniho vzdélavani pro vdechny 2aky a zakyné&, je pohled 24k a zakyn
prekvapivé &asto upozadé&n pred pohledem jinych participantd. Vysledky studie ukazaly,
Ye participativni a kolaborativni vyzkumné pfFistupy maji potencidl k dUsledné&j$imu
zachyceni hlast rlznych 23kl a zakyn a zaroven vytvareji prostor, v némZ se mohou
projevit riizné zakovské charakteristiky v prib&hu samotného vyzkumu. Takové podoby
vyzkumné spoluprace mezi vyzkumniky, zaky a zakynémi a vyucujicimi naznacuji
moznosti, jak uchopit pestrost zakovskych charakteristik a efektivné ji propsat do

vyzkumného designu.

V této souvislosti lze doporudit vyuziti etnografického metodologického pristupu pfi
zkoumadni zakovské rlznosti, protoze jde o metodologii umoZfujici zahrnout rdizné typy
aktér( a zprostiedkovavat jejich zkuSenosti a perspektivy riznymi metodami. Etnografie
umoziuje dlouhodobé ponofeni do zkoumaného prostfedi, z néhoz se rozmanitost
vynoruje kontextudlné bez nutnosti zuZujicich kategorizaci. Kumulované studie, at uz s
vyuzitim pfistupd k Siroké konceptualizaci ?akovské rlznosti, nebo naopak uz$ich
sociokulturnich pFistupl, prokézaly potencidl etnografie a biografického vyzkumu pFi
zdmé&rném vytvareni prostoru pro zahrnuti perspektiv rlznych 24k a zakyn & specifictéji

pfisluénikd marginalizovanych skupin.

PFi davani hlasu zranitelnym skupindm doporucuji vyuzit biografické a pfibuzné metody,
protoze jak ukazujeme ve studii 5 (Obrovska & Sidiropulu Jankd, 2021), kvantitativni
data mohou generovat problémy s validitou (napfiklad kdyz jsou romské matky
dotazovany na zkusenosti s diskriminaci pomoci dotazniku, ve srovnani s povahou jejich
vypraveéni v biografickych rozhovorech). Biografické pristupy mohou naopak odhalit mozna
zkresleni a umoznuji Iépe porozumét zkusenostnimu poznani romskych matek a jejich déti,
coz je v souladu s principy kritické rasové teorie, ktera také usiluje o zprostfedkovani hlasu
marginalizovanym skupinam (Yosso, 2005). Jak rovnéz argumentujeme v jiné publikaci
(Sidiropulu Jankd & Obrovska, 2024), biografickd metodologie dava prostor hlasu
participantd, pfi¢emz usiluje o vyvarovani se stereotypizaci, nalepkovani a zjinacovani
(othering), tedy epistemické nespravedinosti (epistemic injustice, Klyve, 2019). To se déje
komplexnim shromazdovdnim a interpretaci Zivotnich pfib&hl. Sou&asné& nabizi
porozuméni jemnym nuancim Zitych identit a jejich rGznym vrstvam, véetné& odhalovani

skrytych vyznamovych struktur. Narativni kompetence pfitom nevyplyva z formalniho
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vzdélani &i sdileného kulturniho kédu, ale je vlastni samotné biografické metodé, ktera je

tak velmi pFistupna i pro prislusniky marginalizovanych skupin.

5.3 Praktické implikace
Model inkluzivnich jadrovych praktik prezentovany ve studii 1 (Obrovska et al., 2025a)

mlZe byt efektivnd vyuzity v praxi vyulujicimi zejména na bé&Znych heterogennich
zakladnich skolach stejné jako i v pregraduadlni pfipravé budoucich vyucujicich, protoze
prezentuje nékolik sté&Zejnich inkluzivnich jaddrovych praktik namisto dlouhych seznamu
desitek strategii (viz napr. Finkelstein et al., 2019; Kratochvilova & Havel, 2012; Sharma
& Sokal, 2016 a dal&i), které mohou byt v praxi hdfe uplatnitelné. Tim se tento model
priblizuje jinym etablovanym rdmctm, jakymi jsou diferencovand vyuka (Tomlinson,
2017) & univerzalni design pro uéeni (CAST, 2018), které také kladou dlraz na nékolik
klicovych typl praktik, stéZejnich z hlediska naplfiovani rozmanitych vzdélavacich pottfeb

74k0 a zakyn.

Jak implikuji zjisténi studie 2 (Obrovska et al., 2024), je dlleZité, aby kurikulum
pregradudlni pfipravy studujicich uditelstvi, do néhoz je zasazeno adresovani zakovské
rozmanitosti, bylo propojené s jejich osobni zkusenosti. Lze proto doporudit, aby studujici
na praxi pracovali s modelem inkluzivnich jadrovych praktik v rdmci Ukold zadanych na
univerzité. Studie ukazala, Ze Ukoly provazané s praxi maji totiz slibny potencial pro jejich
profesni uceni. K vyuziti modelu inkluzivnich jaddrovych praktik v pregraduaini ucitelské
pripravé vybizi i dalsi vysledek studie 2 (Obrovska et al., 2024), ktera ukazala, ze k
efektivnimu prenosu poznatkl o adresovéni zakovské rlznosti ve vysokoskolské vyuce je
vhodné mit uceleny provézany systém. Pfedstaveny model milZe byt dobfe vyuZit k
systematizaci vysokoskolského kurikula praveé i diky tomu, Ze je opfen o nékolik kli¢ovych
inkluzivnich praktik. Vysledky prehledové studie 3 (Navratilova et al., 2025) a studie 2
(Obrovska et al., 2024) ukazaly, e takovym ucelenym pFistupem mdZe byt i model

diferencované vyuky (Tomlinson, 2017).

K praktickému vyuziti model inkluzivnich jadrovych praktik dale vybizi tim, Ze jeho
jednotlivé komponenty (dil¢i praktiky a strategie) vychazeji z triangulace pohledu
vyucujicich a perspektiv samotnych zakd a zaky#, ktefi jsou hlavnimi pFijemci inkluzivnich
postupl svych vyuéujicich (Schwab et al., 2022). Studie 1 (Obrovska et al., 2025a)
zaroven prezentuje hlavni Uskali z pohledu 74kl a zakyr, na kterd mohou vyuéujici pfi

aplikaci inkluzivnich jadrovych praktik narazet.

Model inkluzivnich jadrovych praktik Ize rovn&Z vyuZit pti reflexi vysledkd tykajicich se

podpory socialné znevyhodnénych skol, kterou jsme se zabyvali ve studii 4 (Obrovska et
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al., 2025b). Optikou péti inkluzivnich jadrovych praktik se Skoly pfi Cerpani systémové
postcovidové podpory zamérfovaly zejména na podporu angaZovanosti 7ak( a zakyf
(specificky jeji behaviordlni a emocionalni dimenzi) (praktika 2), usilovaly o tvorbu
bezpe¢ného prostredi (praktika 3) a vyuzivaly spolupraci s pedagogickymi asistenty
(praktika 5). Naopak v oblasti diferenciace vyuky dle Grovné zak( a zakyn (praktika 1) &
uréovani a podpore pokroku 74kl a zakyn (praktika 4) byly patrné rezervy v praxi téchto
gkol. Tato zjisté&ni implikuji, Ze je tfeba angaZovanost socidlné znevyhodnénych 23kl a
zakyn podporovat holisticky, tedy nejen v jeji behavioralni a emocionalni dimenzi, ale
rovnéz i v té kognitivni. Projektova podpora by tedy méla byt designovana tak, aby byla
rovnomeérné rozprostirena mezi tyto oblasti a zaroven by se méla rozsifit o strategie, které
se zaméruji pfimo na vyukové postupy vyucujicich a na rozvoj metakognitivnich strategii
74kl a zakyn, jako je sebereflexe, sebehodnoceni (srov. Moses et al., 2023; Rosario et al.,
2016) ¢i schopnost autoregulace (Andrzejewski et al., 2016; Pohl, 2020). Celoskolni
pristupy (Kyriakides et al., 2019; Madden et al., 1993) usiluji o nastaveni programd
podpory tak, aby byly realizovany komplexné, tedy napfi¢ vSemi aspekty Skolniho
prostfedi a aby efektivné vyvazovaly jednotlivé oblasti podpory, coz bude mit pozitivni
dopad jak na angaZovanost zakd a zakyn, tak na jejich studijni vysledky. Pfestoze jsme v
jiné studii identifikovali strategie vyucujicich, kterymi se snazili zapojit znevyhodnéné zaky
a zakyné do vyuky (Majcik & Obrovska, 2025), délo se tak typicky nad ramec podpory

realizované prostrednictvim projektu.

Vysledky studie 4 (Obrovska et al., 2025b) demonstrovaly, Ze zapojovani rodi¢t bylo
jednou z dileZitych oblasti, ke které &koly vyuZivaly ndstroje nabizené v ramci projektové
nabidky (napt. financovani akci pro rodi¢e, hrazeni Gvazkd socidlnich pedagogl, ktefi
mimo jiné v pripadé potieby navstévuji rodiny). Studie 5 (Obrovska & Sidiropulu Jankd,
2021) ovSem ukazala, ze zkusenosti s interakcemi romskych Zen a jejich déti se Skolami
a jejich pracovniky jsou spiSe negativni. Je proto dilezité, aby Skoly vzdé&lavajici socidlné
znevyhodnéné 7zaky a Zzakyné dale rozvijely kulturu otevieného, podplrného a
partnerského piistupu vzhledem k rodi¢im. Takové vztahy mohou piispét k tomu, aby se
rodice citili Skolou pfijimani, byli vice motivovani ke spolupraci a vnimali vzdélavani jako
smysluplné a pfistupné pro jejich déti. Souvisejici komparativni studie tii zemi (Ceska
republika, Portugalsko, Recko) na zékladé analyzy dotazniki od romskych matek
(Obrovska et al., 2023) dolozila, Ze ¢asté a kvalitni interakce a vztahy romskych matek s
vyucujicimi a rovnéz majoritnimi rodi¢i mohou zlepSovat jejich postoje ke vzdélani,
zejména vzdélavaci aspirace vidi vlastnim détem. Kvalita vztahl a Groveri divéry mezi
minoritnimi  rodi¢&i a majoritnimi vyucujicimi m0Ze pozitivné ovlivnit zapojeni

znevyhodnénych rodi¢d do vzdélavani jejich déti (Santiago et al., 2016).
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V tomto Usili mGze byt dale efektivni posilit spolupraci $kol s neziskovymi organizacemi,
které se dlouhodobé pohybuji v etnicky minoritnich komunitach a maji navazané vztahy s
romskymi rodinami, jak potvrdila studie 5 (Obrovska & Sidiropulu Janki, 2021).
Vzajemna synergie mezi $kolami a t&mito institucemi mUzZe prispét ke zvyseni efektivity
vzdélavaci podpory, avSak za predpokladu, Ze bude stavét na partnerstvi, nikoli na rivalité.
V neposledni Fadé je tfeba zahrnout perspektivu 2ak( a zakyf a zaméfit se na jejich
zadlenéni do Zzakovskych kolektivl v b&Znych heterogennich nesegregovanych $kolach, v
nichz optikou romskych matek jejich déti ¢asto trpi a celi etnickému i rasovému vylucovani
(viz studie 5, Obrovska & Sidiropulu Jankd, 2021). Ve studii 6 (Obrovska, 2016) jsou
skrze mikroanalyzu situacniho ustavovani zakovskych identit naznacena rizika, ktera
mohou nastat v pfipadé zadlefiovani romskych zak( a Zakyn do bé&Znych $kol hlavniho
vzdélavaciho proudu bez zohlednéni jejich vzdélavacich potfeb a vyuziti vhodnych
podplrnych strategii. Za rizikové Ize povaZovat opakované propadani zakt a zakyn, které
ve sledované tridé vedlo k tomu, zZe vsSichni romsti chlapci byli az o dva roky starsi, coz
vytvafelo odstup od jejich mladgich majoritnich vrstevnikl. PFestoZe se snazili
kompenzovat sv{j nizky akademicky status prostfednictvim prestavkovych interakénich
ritudld, mélo to spiSe ambivalentni dopady na jejich pozici v kolektivu - predvadénim
subkulturnich, sportovnich a maskulinnich identit totiz rovnéz prohlubovali obavy
n&kterych majoritnich spoluzdkl a zesilovali svou etnickou odli§nost. Za rizikovou lze
povazovat i tendenci vyucujicich v kontextu sledované tfidy k vyluénému ocenovani
romskych 24k a zakyn za jejich hudebni a sportovni vykony namisto snahy podpofit je v
uceni a zlepsit jejich vzdélavaci vysledky. Tim mohou vyucujici pFispivat ke konstruovani
odlignosti romskych zakd a zakyf. Podobné jako ve studii Obrovské et al. (2025b) i zde
byla patrnd nizkd ocekavani vyucujicich vzhledem ke studijnim vysledkdm socidlné
znevyhodnénych 7akd a zakyh (Auwarter & Aruguete, 2008; Good, 2024), kterd se mohou
propisovat nejen do vysledk(, ale rovnéZ do miry jejich zapojeni do vyuky. Problematicky
byl rovné&z sklon vyuélujicich k ,postar$ovani* romskych 2akl a zakym (srov. O’Connor et
al., 2007), tedy uplatfiovani predpokladu, Ze se tito Zaci a zakyné chovaji jako vyspélejsi
v dlsledku jejich etnicity ¢&i biologie, nikoliv kv{li redlné vy$&imu véku. Lze tedy doporudit,
aby vyucujici volili senzitivnéjsi pristup, a to zejména vzhledem k romskym divkam, pro
které mohou byt napfiklad humorné poznamky vyucujicich o tom, ze s nékym chodi, vice
ohrozujici nez pro romské chlapce. V jiné publikaci komplexné shrnujici vysledky daného
vyzkumu (viz Obrovska, 2018) jsem dolozila, Zze dynamika druhé sledované tfidy v ramci
stejné skoly byla vyrazné odlisSna a prestavkové ritualy zde prohlubovaly solidaritu napfic¢
celym kolektivem bez ohledu na etnickou pfisludnost 7ak( a Zakyn. Byla to tfida
navstévovana napfiklad i romskym chlapcem s dobrym prospéchem a romskou divkou,
ktera byla ve tfidé oblibena. Vysledky tedy ukazuji, Ze Zaci a zakyné utvareji a vyjednavaji

své identity zpUsoby, které jsou ovlivnény nejen etnicitou, genderem a socioekonomickym
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statusem, ale také specifickym kontextem, v némz dochazi k jejich interakcim, a ten by
mé&l byt pfi jejich podpore zohlednén. Je tedy dilezité, aby vyucujici brali v potaz dynamiku
etnicky smi$enych tiidnich kolektivi a pozice jednotlivych 2akd a Zakyf. Jak jsme doloZili
v jinych studiich zamé&Fenych na adaptaci ukrajinskych 2ak{ a zakyn v ¢eskych $kolach ve
spolupraci s kolegy z institutu SYRI (Hlado et al., 2024; Lintner et al., 2023; Sedova et
al., 2024), prestoze ¢esti vyuéujici deklaruji vyznam zacélenéni 2ak{ a zakyr do kolektiv{,
Casto postradaji konkrétni strategie, kterymi by k tomu pfispéli. Pfitom pozitivni interakce
74k0 a zakyn uprchlikd, migrantl i 2akd a zakyh z etnickych minorit jsou velmi pfinosné
pro jejich wellbeing i prospéch (srov. Schachner et al., 2018), zatimco nedostatek interakci
¢i pocit diskriminace mohou mit negativni dopady jak na socialni, tak na akademickou
adaptaci (McBrien 2005; Ward, 2022). Ve vztazich mezi zaky a zakynémi v etnicky
smiSenych kolektivech se etnicita kazdodenné& vyjednava, a pravé proto zde mize probihat

budouci prace na zlep&ovani mezietnickych vztahd.

5.4 Limity

Studie kumulované v této habilitaéni praci vykazuji i urcité limity. Limitou pFistupt k Siroké
konceptualizaci zakovské rozmanitosti je skutecnost, Ze mohou implikovat pfilis Siroky, az
nevycerpatelny rezervoar ucebnich charakteristik ¢i vzdélavacich potfeb, které mohou byt
pro aky a zakyné v procesu uceni a vyucovani podstatné. V metodologické roviné mize
tato limita Ustit v logistickou narocnost realizovanych vyzkumd. Pokud maji vyzkumnici
dostat tomu, aby byly zahrnuty perspektivy skuteéné véech 2ak( a zakyr ve zkoumaném
prostiedi, musi se omezit naptiklad na nékolik zkoumanych $kolnich tfid, co? mize
snizovat robustnost vysledkd. Pokud naopak na tento metodologicky princip rezignuji,
mdZe to vést k samovyb&ru 24k a zakyn, kteFi jsou ochotni na vyzkumnych aktivitach
participovat, pfipadné k reprodukovani existujicich asymetrii a nerovnosti mezi zaky a
7akynémi a vyuéujicimi, pokud se vybér 24kl a zakyn zapojenych do vyzkumu opird o

stanoviska vyucujicich.

Namitku tykajici se praktické narocnosti realizace vyzkumu lze vztahnout i obecnéji k
vyuziti etnografického designu, ktery ve svém ddrazu na dlouhodobost, komplexitu &i
triangulaci rlznych datovych zdroji a perspektiv aktérl muZe vést k vysoké Easové
naroc¢nosti sbéru dat. Analyza rozsahlého datového korpusu probihajici ve viceCetném
etnografickém tymu muZe byt zase naro¢na na koordinaci a mezivyzkumnickou reliabilitu
(Obrovska, 2022).

Dalsi limitou vyzkumu je skutecnost, Ze prezentovana zjiSténi, zamérena na Siroké i Gzké

pristupy k ramovani zakovské rozmanitosti, nezohledfiuji obsahova specifika vyuky.

Vyzkum se soustredil predevsim na obecné pfistupy k adresovani rozmanitych
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vzdé&lavacich potieb 2ak{ a zakyn napfti¢ vzdélavacimi oblastmi, nikoli na rozdily vyplyvajici

z oborovych didaktik & povahy zprostfedkovavanych obsahg.

Hlavnim limitou UGzkych pistupd ke konceptualizaci Zakovské rlznosti je riziko
esencializace kategorii typu etnicita, gender & socioekonomicky status 7akl a Zakyh a
jejich implikaci pro vzdélavani. Pfi vyzkumu vzdélavani socidlné znevyhodnénych zakd a
zakyn vyvstava riziko, ze i pres vyhody, které etnografické a biografické metodologické
pristupy pfi vyzkumu pfisludnikd marginalizovanych skupin nabizeji, mohou pfetrvavat
asymetrie mezi vyzkumniky a participanty vyzkumu vyvérajici z intersekcionalnich
nerovnosti. Vzdalenost mezi bilou stfedostavovskou zkuSenosti vétsiny vyzkumnikd a
marginalizovanou zku$enosti participantt pfetrvavad navzdory vyzkumnické reflektivité a
autentické snaze o porozuméni a mlze se nasledné propisovat do zjisténi a jejich

interpretaci (Nurse et al., 2022).

5.5 Zavér

Kumulované studie poskytuji teoreticky, metodologicky i prakticky ukotveny ramec pro
adresovani zakovské rldznosti ve vzdélavani, jenz propojuje jeji Sirokou konceptualizaci se
specifickymi sociokulturnimi pristupy. Model inkluzivnich jddrovych praktik se ukazuje jako
vyuzitelny nejen pro systematizaci vyzkumu a univerzitni pfipravy budoucich vyucujicich,
ale i pro podporu inkluzivni praxe v béznych Skolach. Z metodologického hlediska je klicové
zahrnovat perspektivy véech 7akd a zakyn, kriticky reflektovat uzivané kategorie a hledat
zplsoby, jak rozmanitost zachytit mimo rigidni klasifikace. Etnografické a biografické
pristupy se pfitom osvédcuji jako metodologie umoznujici hlubsi porozuméni zkusenostem
74kd a zakyh véetné téch z marginalizovanych skupin. Vzhledem ke vzdé&lavani socialné
znevyhodnénych 2ak( a Zzakyn lze doporudit koordinovany ptistup, ktery propojuje
pedagogické strategie s podporou vztahl ve tiidé&, spolupraci s rodici i dal$imi institucemi.
Pouze tak Ize vytvaFet prostfedi, v némz se rlznost stavd zdrojem vzdjemného udeni a
kde Ize dlouhodobé pracovat na zlepSovani mezietnickych vztahl i vzd&lavacich vysledkd

v8ech 74kl a zakyn.
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1. Introduction

The question of student diversity is assuming growing importance on a global scale, as
school classrooms become increasingly heterogeneous due to a range of factors, including
intensified migration (in many countries, including the Czech Republic, in relation to the
war in Ukraine), the implementation of desegregation policies, and the promotion of
inclusive education. At the same time, diversity is inherent to any learning group (Griful-
Freixenet et al., 2020), as such groups are always composed of individuals who differ in
their levels of motivation to learn, social integration, prior knowledge, and skills, among
other aspects. Addressing student diversity in schools has thus become a priority of
international educational policies (Messiou & Ainscow, 2020), as it is a prerequisite for
achieving equity in education (Darling-Hammond, 2024). In this paper, I proceed from the
assumption that in order for every student to experience success in school and fully
develop their potential, it is essential to address their educational needs and to consider
their characteristics relevant to learning. This is a demanding task, since student needs
arise not only from their membership in certain categorical groups—such as socioeconomic
status, gender, ethnicity, and type of disability—that may pose substantial barriers to
education and contribute to inequities, but also from other diverse characteristics related,
for instance, to their interests, pace, preferred learning styles, and level of motivation
(Tomlinson, 2022). This complex student diversity is a significant professional challenge
for both experienced and prospective teachers (Cochran-Smith et al., 2016; Darling-
Hammond et al., 2019). The key question is how best to prepare teachers so that they
can teach all students together while successfully addressing student educational needs
(Tomlinson, 2017).

The aim of this habilitation thesis is to examine student diversity in education within the
context of different approaches to its conceptualisation: broad approaches focusing on the
individual educational needs of all students and narrow approaches emphasising students’
social disadvantages. The thesis is structured as a collection of cumulative studies,
presented in Table 1. Studies 1-3 address the topic through broad approaches to the
conceptualisation and investigation of student diversity; studies 4-6 adopt narrow
approaches, focusing on social disadvantage and, more specifically, on the education of

Roma students.

Table 1. Overview of cumulative studies

Reference In-text Journal
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reference

ranking

Study 1
Obrovska, J., Svojanovsky, P., & Sharma, U. (2025).

Teachers’ Inclusive Core Practices and All Students’
Perspectives. Teaching and Teacher Education,
165(105120), 1-14.
https://doi.org/10.1016/j.tate.2025.105120

Obrovska et
al. (2025a)

Q1/D1
according to IF,
WoS

Study 2
Obrovska, J., Svojanovsky, P., Kratochvilova, J.,

Lojdova, K., Tima, F., & VI¢kovd, K. (2024). Promises
and challenges of differentiated instruction as pre-
service teachers learn to address pupil diversity.
Journal of Education for Teaching, 50(3), 403-420.
https://doi.org/10.1080/02607476.2023.2247356

Obrovska et
al. (2024)

Q2 according to
IF, WoS

Study 3
Navratilova, J., Svojanovsky, P., Obrovska, J.,

Kratochvilova, J., Lojdova, K., & Plch, L. (2024). Who
is in focus? A scoping review of themes and
consistency in inclusive education for all. European
Journal of Special Needs Education, 1-18.
https://doi.org/10.1080/08856257.2024.2410570

Navratilova
et al. (2025)

Q1 according to
IF, WoS

Study 4

Obrovska, J., Majcik, M., & Simonova, J. (2025).
Achievement vs. engagement: Providing support in
socially disadvantaged schools. British Educational
Research Journal, 51(2), 1-34.
https://doi.org/10.1002/berj.4105

Obrovska et
al. (2025b)

Q1 according to
IF, WoS

Study 5
Obrovska, J., & Sidiropulu Jank{, K. (2021).

Resilience capacity and supportive factors of
compulsory education in ethnic minority families:
mixed methods study of Czech Roma mothers.
Contemporary Social Science, 16(4), 448-463.
https://doi.org/10.1080/21582041.2020.1869813

Obrovska &
Sidiropulu
Jankd
(2021)

Q1 according to
IF, WoS (ESCI)

Study 6

Obrovska, J. (2016). Frajefi, rapefi a propadlici:
Etnografie etnicity a etnizace v desegregované skolni
tridé. Sociologicky casopis/Czech Sociological Review,
52(01), 53-78. DOL:
10.13060/00380288.2016.52.1.242

Obrovska
(2016)

Q4 according to
IF, WoS

Cumulative studies 1-3 were conducted within two projects funded by the Czech Science

Foundation: Addressing the Individual Educational Needs of All Students: Ethnography of
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Lower Secondary Classrooms (GA23-04764S) and Ethnography of Diversity in Pre-Service
Teacher Education (GA19-06763S). As the principal investigator, I collaborated with a
team of colleagues to explore how student diversity is addressed in the daily practices of
lower-secondary schools as well as in pre-service teacher education. The outcomes of
these two projects—of which only a selected number are incorporated into this thesis—
have been published in several leading international journals in the field of education (e.g.,
Teaching and Teacher Education, European Journal of Teacher Education, Journal of
Education for Teaching, European Journal of Special Needs Education). These journals
serve as key platforms for the international research community and thus provide
opportunities to advance both theoretical and methodological debates on the study of
complex student diversity. More recently, our research team developed a collaboration
with Professor Umesh Sharma, a leading scholar in inclusive education. In cumulative
study 1 (Obrovska et al., 2025a), we jointly elaborated a refined conceptualisation of

inclusive practices (see Conceptualising Student Diversity).

Cumulative studies 4-6 stem from a range of research projects over the past decade.
These include the project Educational Strategies of Migrants and Ethnic Minority Youth,
supported by the Czech Science Foundation (GAP404/12/1487), within which I conducted

an ethnographic study of desegregated classrooms, focusing in particular on the dynamics
of interethnic peer relations (see study 6, Obrovska, 2016). Study 5 (Obrovska &
Sidiropulu Janki, 2021) was carried out as part of the Horizon 2020 international project
Inclusive Education and Social Support to Tackle Inequalities in Society (ISOTIS). In
ISOTIS, I acted as the national coordinator for the Czech Republic, and I was involved in
a wide range of research and applied activities concerned with the education of Roma
students, comparing their situation in other European countries (e.g., Portugal, Greece)
and with the situations of other ethnic minorities (e.g., the Turkish minority in Germany
and the Netherlands). This project enabled me to establish valuable scholarly
collaborations with international colleagues (e.g., Lyudmila Nurse - University of Oxford;
Paul Leseman - Utrecht University; Cecilia Aguiar — University Institute of Lisbon). Finally,
study 4 (Obrovska et al., 2025b) was developed in collaboration with colleagues within
my engagement at the National Institute for Research on Socioeconomic Impacts of
Diseases and Systemic Risks (SYRI), led by Professor Sedova. Within this framework, we
investigated societal crises such as the Covid-19 pandemic and the education of Ukrainian
students in Czech schools. This cumulative study focuses on the implementation of
systemic support for schools with a higher proportion of socially disadvantaged students.
The findings provide an evidence-based foundation for responding to social inequalities

and societal crises and thus hold particular significance for educational policy making.
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I made substantial contributions to all the cumulative studies included in this thesis, which
have been incorporated with the consent of all co-authors. With the exception of study 3,
I served as first author on all included studies. Signed statements from all co-authors,
documenting the distribution of authorship in terms of both roles (following the CRediT
taxonomy) and percentage contributions, are provided in Appendix A (in the public version

of the documents, the signatures of co-authors are not included due to GDPR).

The thesis follows a standard structure. It opens with the Introduction, followed by a
section outlining different approaches to conceptualising student diversity
(Conceptualising Student Diversity). The next section, Methodology, summarises the
common methodological principles underpinning the cumulative studies. This is followed
by the section Findings and Discussion, which presents and discusses the main results of
all the studies. The thesis concludes with the section Implications and Conclusion, in which
I elaborate the implications for theory, methodology, and practice in researching and

addressing student diversity in education.

2. Conceptualising Student Diversity

The notion of student diversity is frequently associated with a range of conceptualisations
that reflect the reality that students exhibit highly heterogeneous characteristics, spanning
from disabilities and health-related disadvantages, through varied family backgrounds and
sociocultural marginalisation, psychological well-being and mental health, to differences in
motivation to learn, academic performance, talents, and personal interests (cf. Obrovska
& Tlma, 2020). Within the field of addressing student diversity, two principal modes of
framing can be distinguished—namely, broad and narrow conceptualisations (cf. broad
versus narrow definitions of inclusive education in Ainscow et al., 2006; Woodcock et al.,
2022).

Broad conceptualisations respond to the fact that every classroom includes students with
diverse characteristics and needs that teachers accommodate within teaching and learning
processes. As Griful-Freixenet et al. (2020) argued, diversity is inherent to any learning
group, and thus to every classroom; following Florian (2019), difference should be
understood as a natural aspect of human development. The main risk of this framing lies
in the potential inexhaustibility of characteristics and needs that may become relevant in
shaping learning. Narrow conceptualisations, in contrast, focus on selected groups of
students defined by a specific type of need (e.g., students with special educational needs,
students with a different native language). Their educational specificities are expected to
be addressed by experts with adequate professional preparation (e.g., special education

teachers, teachers of Czech as a second language), who provide methodological support
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to classroom teachers. The main risk of this framing lies in the reification of categories and
their implications for education (Antoninis et al., 2020). Nevertheless, both
conceptualisations entail specific research-methodological as well as practical advantages
and limitations, which I reflect upon throughout this thesis. At the same time, I call for
their consideration as complementary and intersecting rather than mutually exclusive or
competing. In what follows, I illustrate selected approaches to broad and narrow

conceptualisations of student diversity in education.

Broad conceptualisations of student diversity emphasise pedagogical responses to the
diversity inherent in classrooms, that is, the identification of strategies to address
individual learning needs within the everyday reality of heterogeneous learning groups.
Examples include personalised learning (e.g., Bray & McClaskey, 2014), the learner-
centred approach (e.g., McCombs, 2010), and approaches combining differentiation and
individualisation, such as Universal Design for Learning (e.g., Capp, 2017; CAST, 2018)

and differentiated instruction (e.g., Tomlinson, 2017).

Another instance of broad conceptualisation is the emerging paradigm of inclusive
education for all students. Although current educational policies (UNESCO, 2020; United
Nations, 2022) explicitly advocate this broad approach, moving beyond a narrow focus on
students with special educational needs towards addressing the needs of all students,
research in the field still predominantly gravitates towards viewing inclusion as a largely
special-educational concept (cf. Kielblock & Woodcock, 2023; Lindner et al., 2023;
Messiou, 2017; Nilholm & Goéransson, 2017; as well as cumulative study 3, Navratilova
et al., 2025). Nevertheless, the framework of inclusive education for all has generated
new conceptual lenses such as the concept of inclusive practices (e.g., Finkelstein et al.,
2019; Sharma & Sokal, 2016), which provides a productive basis for broadly framing

student diversity.

Narrow conceptualisations include the sociocultural perspective, which views diversity
through categories such as race, ethnicity, gender, and social class, all of which shape
student self-conceptions, forms of belonging, and experiences of (nhon-)acceptance by
teachers and peers. Scholars working within this perspective typically address inequalities
produced by social structures and individual positionalities, as well as ways of overcoming
them. This encompasses a range of approaches such as equity and social justice (e.g.,
Kaur, 2012), critical race theory (e.g., Yosso, 2005), multicultural education (e.g., Banks
& Banks, 2010), culturally responsive pedagogy (e.g., Gay, 2002), and critical pedagogy
(e.g., Freire, 2000).
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Another example of a narrow conceptualisation is special education and strands of inclusive
education that focus on students who, due to various barriers, require specific support and
adapted instructional approaches in order to actively participate in learning and achieve
its goals. Such barriers typically arise from differences in physical, behavioural,
intellectual, emotional, or social abilities (OECD, 2017), which may hinder student
participation and success. More specifically, these needs may involve areas such as
communication and behaviour, cognition and learning, socio-emotional and mental health,
and sensory and physical impairments (Demetriou, 2022). Traditionally grounded in the
field of special education, these approaches have increasingly overlapped with
perspectives of inclusive education in recent decades (Florian, 2019). Inclusive education
emphasises the meaningful participation of students with special educational needs,
ensuring that they are not only integrated into mainstream schools (*mainstreaming’; cf.
Opretti et al., 2014), but that they actively participate in learning processes and become

full members of their school communities (cf. Ainscow et al., 2006).

Both broad and narrow conceptualisations are drawn upon in the cumulative studies
included in this habilitation. My colleagues and 1 relied primarily on broad
conceptualisations in the two projects funded by the Czech Science Foundation (GA23-
04764S and GA19-06763S), where we sought to move beyond group-oriented framings
towards strategies suitable for educating children in heterogeneous classrooms. These
approaches proved especially relevant for the pre-service teacher education, as most
researchers in the projects were active in pedagogical and psychological components of
teacher education. In contrast, I relied more on narrow conceptualisations in the studies
focusing on socially disadvantaged and Roma students. Across the various projects (GACR-
GAP404/12/1487, Horizon 2020-ISOTIS, SYRI; see Introduction), my colleagues and I
explored the situations of students facing systemic inequalities—manifesting in
segregation, reduced curricular tracks, early school leaving, and critically low rates of
secondary and higher education completion (FRA, 2022). Narrow approaches, with their
attention to sociocultural dimensions of diversity, allow for a nuanced understanding of
the mechanisms of exclusion in education and enable the formulation of targeted

recommendations for practice and policy.

Below, I present in greater detail selected approaches to broad and narrow

conceptualisations of student diversity that form part of the cumulative studies.

2.1 Selected Approaches to Broad Conceptualisations of Student Diversity

In delineating learner diversity within the broad approach, we have drawn upon three

conceptual frameworks—differentiated instruction (see study 2, Obrovska et al., 2024),
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inclusive education for all learners (see study 3, Navratilova et al., 2025), and inclusive
practices (see study 1, Obrovska et al., 2025a). Our efforts to adopt a broad approach
to learner diversity began with the concept of differentiated instruction. In study 2
(Obrovska et al., 2024), we employed the framework of differentiated instruction, which
is currently among the most widely cited pedagogical models challenging the ‘one-size-
fits-all” approach to teaching (Griful-Freixenet et al., 2020). Pioneered and systematically
developed since the 1990s by Carol Ann Tomlinson, this approach advocates proactive
adjustments to the content (what students learn), process (how learning and teaching
takes place), and products (how students demonstrate their learning), with the aim of
addressing the varied educational needs of students that stem from differences in their
levels of knowledge and skill, interests (curiosity, passion for specific topics, opportunities

for choice), and learning profiles (shaped by preferences, gender, and family background).

Core components of differentiated instruction include teachers’ positive stance towards
diversity, a stimulating and supportive learning environment, systematic monitoring of
student progress through diagnostic assessment, the flexible use of group work
(particularly homogeneous and heterogeneous groupings according to clearly defined
criteria), and adaptation of teaching to meet the needs of individual students, i.e.,

individualisation (Tomlinson, 2017; Smale-Jacobse et al., 2019).

Earlier research demonstrated that differentiation and individualisation in teaching can
pose significant challenges for both pre-service and experienced teachers. Pre-service
teachers often encounter difficulties in implementing differentiated instruction (de Jager,
2013) and report a lack of confidence (Brevik et al., 2018; Wan, 2016). Differentiated
instruction may be particularly demanding due to challenges related to classroom
management, the fair assessment of students (Wan, 2016), or the considerable time
required for planning (Dack, 2019b; Goodnough, 2010). On the other hand, studies
suggest that key factors contributing to the successful implementation of differentiation
include teachers’ perceived self-efficacy (Wertheim & Leyser, 2002), the use of ongoing
assessment, and teachers’ self-regulation and motivation (Griful-Freixenet et al., 2021).
However, the overall level of differentiated instruction in practice appears to be relatively
low even among experienced teachers (Schleicher, 2016; van Geel et al., 2019), which
also applies to the Czech context, where two-thirds of teachers are reported to need

improvement in this area (Ceska $kolni inspekce, 2022a, 2022b).

The approach of inclusive education for all served as the conceptual framework in review
study 3 (Navratilova et al., 2025). Here we drew upon a fourfold typology of inclusive
education definitions from Géransson and Nilholm (2014), distinguishing: (1) placement

of students with disabilities in mainstream schools; (2) meeting the specific social and
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academic needs of students with disabilities; (3) meeting the social and academic needs
of all students; and (4) creating school communities with particular characteristics. While
the first two types of definitions are anchored in the discourse of special educational needs,
the latter two extend towards a broader conception of inclusion, one that emphasises that
all students should feel like part of the classroom, participate in learning activities, and
achieve educational goals (Nilholm & Goéransson, 2016). This resonates with the widely
cited definition of inclusive education offered by Ainscow et al. (2006), which links inclusion

with the removal of barriers to participation, learning, and achievement for all learners.

Within this broader framework of inclusion, we were also inspired by the concept of
inclusive practices, which shaped our investigation in cumulative study 1 (Obrovska et

al., 2025a) as well as in a later study by Svojanovsky et al. (under review).

In study 1 (Obrovska et al., 2025a), the concept of inclusive practices significantly
informed our conceptualisation of learner diversity and its educational responses.
Numerous authors have concurred that inclusive practices are a cornerstone of inclusive
education (Booth & Ainscow, 2002; Jordan et al., 2009; Nilholm, 2021; Sharma & Sokal,
2016), and, more specifically, of inclusive pedagogy (Florian & Black-Hawkins, 2011).
Although inclusive practices may be implemented at the whole-school level, our focus was
on the practices that teachers can enact directly in the classroom (Loreman, 2017). In a
review study, Finkelstein et al. (2019) synthesised inclusive practices embedded in
observation tools, categorising them as: instructional practices (e.g., peer learning,
providing choice), organisational practices (e.g., routines, time management), socio-
emotional support and behaviour management (e.g., clear behavioural rules), assessment
of student progress (e.g., formative assessment), and collaboration/teamwork (e.g., co-
teaching). In a subsequent review, Lindner and Schwab (2020) identified the following
types of inclusive practices: collaboration and co-teaching; group work; adaptations (of
assessment, content, scope, instruction, environment, materials, procedures, and timing);

motivation and feedback; and individualised student support.

The identified inclusive practices overlap substantially with pedagogical strategies
generally considered effective and of high quality, thus being applicable to all students
(Jordan et al., 2009; Mitchell & Sutherland, 2020; Molbaek, 2018; Norwich & Lewis, 2010;
Svojanovsky et al., under review). In our research, we understood inclusive practices as

strategies that ensure all students in a heterogeneous classroom can learn effectively.
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2.2 Selected Approaches to Narrow Conceptualisations of Student
Diversity

In the cumulative studies employing narrow approaches to the conceptualisation of
student diversity, a range of theories and concepts are applied, each combined in a
distinctive manner within the respective study. Among these conceptual approaches, I will
focus on those that directly correspond to the theme of student diversity. These include
the theories of social and cultural reproduction, which are drawn upon to varying degrees
in all cumulative studies relevant to the issue of social disadvantage, as well as critical
race theory, which is applied in study 5 (Obrovska & Sidiropulu Jank{, 2021) and
represents a revision of the classical understanding of social and cultural reproduction.
Finally, I present the conceptualisation of everyday ethnicity as used in study 6
(Obrovska, 2016).

Theories of social reproduction in education emphasise that students enter school with
varying volumes of capital—social, cultural, and economic—which create differences and
gaps among them. Rather than striving to mitigate these disparities and the resulting
inequalities, educational institutions often contribute to their reproduction (Bourdieu &
Passeron, 1990; Bourdieu, 1998; Coleman, 1988; Lareau, 2003). Student socioeconomic
and ethnic minority status has long been recognised as one of the strongest predictors of
educational outcomes (Duncan et al., 1972; Kao & Thompson, 2003; OECD, 2023; Portes
& MaclLeod, 1996; Sirin, 2005). Contributing factors to intergenerational transmission of
disadvantage include specific forms of parenting associated with limited resources, such
as restricted parental involvement in home-based learning, low structure and organisation
of children’s leisure time (Lareau, 2003), and low educational aspirations (Fan & Chen,
2001; Kim, 2022; Obrovska et al., 2023; Yamamoto & Holloway, 2010). Educational
inequalities were further exacerbated by school closures during the Covid-19 pandemic,
which disproportionately widened knowledge gaps among socially disadvantaged students
(Betthauser et al., 2023; Czech School Inspectorate, 2020; Gee et al., 2023; PAQ
Research & Kalibro, 2021).

In the Czech context, Roma students are particularly affected by educational inequalities
arising from the intersection of social class and ethnicity. While 51 % of Roma children
aged 3 to 5 attend preschool, the corresponding figure for the majority population is 86 %
(FRA, 2022). Among 20- to 24-year-olds, only 22 % of Roma students have completed at
least vocational education, compared to 87 % of the majority population. Moreover, Roma
students in the Czech Republic face persistent segregation, with up to 49 % of Roma
children aged 6 to 15 attending schools where most or all of their peers are also Roma
(FRA, 2022).
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These and other studies indicate that Roma children experience prolonged exclusion from
the benefits of quality education due to segregation into ethnically homogeneous schools
and overrepresentation in special education programmes with reduced learning outcomes
(Ombudsman, 2022). Many teachers in Czech heterogeneous classrooms tend to overlook
the unique characteristics and educational needs associated with student ethnic
differences, often expecting these students to conform to the cultural norms of majority
Czech students (Jarkovskd et al., 2015; Sedova et al., 2024). The ethnicity of Roma
students is frequently perceived as insurmountably distinct (Jarkovska et al., 2015),
profoundly differentiating, or even genetically inferior (Schmidt, 2016). From the
perspective of critical race theory—which exemplifies a narrow approach to conceptualising
student diversity—such positioning of Roma students would be interpreted as an
expression of institutional racism (Gillborn, 2008). Certain strands of critical race theory
(Yosso, 2005), in an effort to reframe perspectives on ethnically distinct and racially
minoritised groups, have revised theories of social and cultural reproduction that risk
construing these students as deficit actors lacking knowledge, social skills, and other
competencies. Yosso’s approach (2005) emphasised the strengths, capabilities, and
diverse forms of capital (e.g., familial, linguistic, aspirational) that children and families
from minority groups may possess, aligning with the broader agenda of critical race theory
to overcome deficit-oriented research epistemologies. This perspective informed study 5
(Obrovska & Sidiropulu Jankii, 2021), in which the focus was on factors and
interactions that may contribute to the success of Roma children in the Czech educational

system and enhance their resilience in the face of adverse conditions.

This overview concludes with the conceptualisation of everyday ethnicity, applied in study
6 (Obrovska, 2016), my earliest cumulative study. This research examined how ethnicity
permeates interactions between students and teachers, as well as among peers, in
ethnically diverse classrooms within a city that had implemented school desegregation.
The focus was on the forms of identities that students display during lessons and breaks,
and on how these identities are ethnicised. This type of interactionist analysis draws on
approaches that define ethnicity as a contextual, unstable, and variable relational
category, rather than a category assigned to seemingly homogeneous groups (Brubaker,
2004). The approach assumes that for members of ethnic and racial minorities,
ethnicity/race may not be the primary marker of identification. Instead, other routine
status categories (e.g., football player) may be ethnicised or gendered. The weight and
significance attributed to ethnicity may also vary depending on the contexts and types of
interactions in which an individual participates throughout the day. This framework allows
for an understanding of classroom dynamics as a distinct interactional order situated

between social structures and the individual (Goffman, 1967), which can create space for
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unexpected interactions and forms of friendship that challenge the determinism of unequal
positions from the perspective of reproduction theories. At the same time, the classroom
may become a site for the mobilisation of interpretive schemas that fix the attribution of
specific forms of legitimacy/illegitimacy and competence/incompetence to certain ethnic

groups, or normalise particular forms of othering (Brubaker et al., 2004).

In this section of the habilitation thesis, I focused on conceptualising student diversity
through two main approaches: a broad approach emphasising the individual educational
needs of all students in heterogeneous classrooms, and a narrow approach highlighting
specific groups, with an emphasis on socially disadvantaged students. I demonstrate that
both approaches have research-based and practical validity, complement one another, and
can contribute to a deeper understanding of the mechanisms shaping student educational
experiences. While broad conceptualisations create space for developing inclusive
strategies applicable to all students, narrow approaches provide detailed insights into the
barriers and inequalities faced by specific groups and inform targeted interventions.
Recognising their complementarity is essential for designing effective educational policies
and pedagogical practices capable of responding to the complex reality of contemporary

school diversity.

3. Methodology

To examine how student diversity in education is conceptualised and addressed, I
employed various qualitative designs (ethnography, biography, case study, and review
study), gave voice to the perspectives of multiple actors (students, teachers, parents, pre-
service teachers, school leadership, and counselling staff), and combined different data
sources (observations, various types of interviews, documents, artefacts, etc.). An
overview of the studies, including research questions, main methodological design,

participants, and data sources, is presented in Table 2.
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Table 2. Overview of methodological designs, research questions, collected data, and participants in the cumulative studies

Study 1 Design Research Questions Collected Data Participants
Teachers’ school 1) What inclusive practices Field notes from 218 observed lessons Lower-secondary
Inclusive Core ethnography do teachers use to include Field notes from 72 hours of other activities in schools students, teachers and
Practices and All all learners, and how do all 9 focus group interviews with students teaching assistants
Students’ learners perceive these 42 semi-structured interviews with students
Perspectives practices? 6 semi-structured interviews with teachers

90 post-lesson interviews with teachers

2 semi-structured interviews with teaching assistants
Study 2 Design Research Questions Collected Data Participants
Promises and multi-sited 1) How do pre-service Field notes from 120 hours of pre-service teachers’ teaching Pre-service teachers,
Challenges of ethnography teachers reflect on and work Field notes from 44 hours of teacher educators’ teaching mentor teachers,

Differentiated
Instruction as

with pupil diversity during
their practicum at lower

106 video recordings of pre-service teachers’ teaching
17 video recordings of teacher educators’ teaching

teacher educators,
lower-secondary

Pre-service secondary schools? 70 post-lesson interviews between pre-service teachers and their mentor teachers students
Teachers Learn 2) How is dealing with pupil 106 lesson plans prepared by pre-service teachers
to Address Pupil diversity supported by pre- 6 semi-structured interviews with mentor teachers
Diversity service teachers’ participation 16 semi-structured interviews with pre-service teachers
in university courses? 55 assignments for pre-service teachers set by teacher educators

Study 3 Design Research Questions Collected Data Participants
Who is in Focus? A Scoping scoping 1) What are the main research themes and results in the field of 1163 screened records Lower secondary
Review of Themes and review inclusive education for all? 26 studies included in review students and teachers
Consistency in Inclusive Education 2) How consistent are studies in their approach to inclusive
for All education, research methodology and results/discussions, regarding

the concept of inclusive education for all?
Study 4 Methods Research Questions Data Participants
Achievement vs. multiple case- 1) What do actors perceive as the contributions of selected project support 55 interviews with Primary and lower-
Engagement: Providing study measures related to socially disadvantaged student engagement and leadership, secondary schools
Support in Socially achievement? teachers and leadership, teachers
Disadvantaged Schools 2) What are the main problems in the education of socially disadvantaged counselling staff and

students as perceived by actors involved in the state-funded programme? 20 documents counselling staff

3) What are the best solutions to socially disadvantaged students’ educational

problems as perceived by actors involved in the state-funded programme?

4) What measures are typically selected from the state-funded programme?
Study 5 Methods Research Questions Data Participants
Resilience Capacity and mixed 1) What social, cultural and historical characteristics (chronosystem) as well as 25 interviews Roma mothers and ethnic-
Supportive Factors of methods: general attitudes and meaning structures (macrosystem) appear to influence the with Roma majority mothers of primary and
Compulsory Education in | biographical education situation of Czech Roma children as perceived by their mothers? mothers lower-secondary school students
Ethnic Minority Families: interviews 2) How do Czech Roma mothers approach and evaluate education, educational and 481

Mixed Methods Study of and
Czech Roma Mothers quantitative

aspirations and educational pathway options for their children (exosystem and
mesosytem)?

questionaries

survey 3) How do mothers perceive the Czech Roma children experience in the Czech
education system (microsystem)?
Study 6 Methods Research Questions Collected Data Participants
Frajefi, rapefi a school 1) What forms of communities are present in the classroom, Field notes from 90 observed lessons and Lower-secondary
propadlici: Etnografie | ethnography and how are they affirmed? associated breaks students, leadership,

teachers and
counselling staff

etnicity a etnizace v
desegregované
Skolni tride

2) What is the nature of the interaction order during breaks?
3) What positions do students occupy within it, and what
identities do they perform?

4) In what ways do they show each other respect or
disrespect?

5) What role does ethnicity play in these processes?

8 focus groups with students
10 interviews with leadership, teachers and
counselling staff




While methodological specifics (e.g., sampling strategies, analytical procedures) are
detailed in the individual studies, the following paragraphs highlight the epistemological
underpinnings and methodological principles that run across the cumulative studies. For
this purpose, I first present in greater detail the ethnographic design that was applied in
half of the cumulative studies (see Obrovska et al., 2025a; Obrovska et al., 2024;
Obrovska, 2016). I consider this design to be a key element of my research repertoire
beyond the habilitation framework. I explain why it is crucial to give voice in research to
marginalised groups (e.g., disadvantaged students and their parents) and all students in
the context of inclusive education for all. The emphasis on mediating the voices of
participants who are often overlooked is a feature of several cumulative studies (see
Navratilova et al., 2025; Obrovska et al., 2025a; Obrovska & Sidiropulu Jank,
2021; Obrovska, 2016), as it intersects with both ethnographic and biographical
research approaches. Finally, I refer to the importance of examining the addressing of
student diversity from multiple perspectives, through the eyes of various actors, which

characterises most of the six cumulative studies.

Ethnography has expanded over the past 50 years in education and other contexts due to
its emphasis on the meanings people ascribe to their culture (Wolcott, 1987) as well as its
holistic focus (Hammersley, 2018). Ethnographic researchers aim to capture the emic
meanings and interpretations that members of particular groups attribute to their actions,
motivations, values, and so forth (Woods, 2002). As a methodological design, ethnography
is characterised by its focus on capturing participant actions and thinking in everyday
contexts, the combination and triangulation of different data collection techniques with a
privileged position for participant observation, data collection over extended periods, and
at least partially unstructured procedures (Beach, 2017; Hammersley & Atkinson, 2007).
These methodological emphases allow phenomena to be observed in their complexity,

under everyday conditions, and through perspectives captured from multiple actors.

These advantages were utilised in the year-long ethnographic study of two school classes
presented in study 1 (Obrovska et al., 2025a), which examined the inclusive practices
employed by lower-secondary school teachers to address the educational needs of all
students and the perspectives of students on these practices in two selected inclusive
schools in the Czech Republic. The ethnographic focus on observation as the primary data
collection method was crucial, as we sought not only to capture what teachers and
students think about addressing student diversity but also how teachers implement
strategies in their teaching to meet individual student needs and how students respond.
Observing inclusive teaching practices was also important because, for pragmatic reasons,
such practices are often underexplored by researchers (Finkelstein et al., 2021; Sharma

& Sokal, 2016), who more frequently focus on teacher attitudes towards inclusion rather
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than their actual classroom practices (de Boer et al., 2011; Lindner et al., 2023; Yada et
al., 2022).

The ethnographic emphasis on long-term field engagement and triangulation of diverse
data sources and actor perspectives led to the collection of an extensive dataset,
incorporating teacher and student views on the studied topic through multiple sources
(observations, group interviews with students, individual interviews with students and
teachers, teacher interviews focusing on student characteristics, interviews reflecting on
teaching practices, students’ written products, etc.). This methodological robustness

enhanced the credibility and validity of the findings.

These ethnographic strengths were also leveraged in study 2 (Obrovska et al., 2024),
which explored how pre-service teachers reflect on students’ diverse educational needs,
how they address student diversity during their practicum in primary schools, and how
their approaches are shaped by their pre-service training. This study employed a multi-
sited ethnographic approach, suitable for examining phenomena that cannot be fully
understood within a single environment. This approach, still relatively underutilised in the
Czech context, follows people, associations, connections, and relationships across multiple
sites (Marcus, 1995; Obrovska & Ttma, 2020). In this study, the ethnographic collection
of diverse data was applied across different contexts over three semesters of the
participants’ practicum at lower-secondary schools, including classroom observations,
video recordings of teaching, mentoring interviews between supervising teachers and
students, and individual interviews with both students and mentors. At the university,
several courses in pedagogical-psychological propaedeutics attended by students were
observed. The study’s findings thus draw on a rich ethnographic dataset, with validity

enhanced by integrating insights from multiple contexts.

Ethnography was also employed in study 6 (Obrovska, 2016), focusing on the role of
ethnicity and processes of ethnicisation in peer relations between Roma students and their
classmates in desegregated heterogeneous classrooms. This research was informed by the
interactionist branch of school ethnography, focusing on the production and construction
of social identities, statuses, and symbolic orders within schools (Hammersley & Woods,
1984), and aligned with the understanding of ethnicity as a contextually established and
variable category (see Conceptualising Student Diversity). Ethnography proved productive
in its focus on everyday life, where diverse meanings and interpretive schemas associated
with ethnicity manifest most vividly, depending on specific situations and relational
constellations. Ethnographic and micro-interactionist approaches help counter reification,
i.e., the objectification of group-based identities (Brubaker, 2004). Observation was the

primary methodological instrument, with attention to verbal, bodily, spatial, and emotional
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aspects of relationships relevant to performing different identities. This study was
conducted over a full academic year, combining observations with various interviews
(student focus groups, individual interviews with teachers, assistants, school leadership,
and counselling staff). I expanded the repertoire of established ethnographic methods
through a multicultural workshop, fostering higher engagement and initiative among
students, moving them beyond the role of passive research objects. Likewise, discussing
potentially sensitive topics (peer relations in ethnically mixed classes) in focus groups
rather than individual interviews strengthened student participation in the research
process. The creation of contexts conducive to voicing student perspectives is

characteristic of ethnography overall.

The effort to capture the perspectives of socially disadvantaged actors, whose voices are
often marginalised, was central to study 5 (Obrovska & Sidiropulu Jankt, 2021), which
utilised a biographical approach. As shown in a review analysing 57 Czech studies on
socially disadvantaged Roma students and their families (Obrovska & Sidiropulu Jankd,
2019), most research captures the perspectives of teachers and other educational staff
through surveys and interviews. The absence of participatory methodologies sensitive to
emic perspectives may reinforce power asymmetries, framing Roma students and parents
as incompetent or deficient. In contrast, methodological approaches amplifying these
voices, as noted by Yosso (2003, p. 73), question research that ‘silences, ignores, and
distorts epistemologies of People of Color’. These insights informed the study, in which
biographical interviews aimed to capture the experiences of Roma mothers with their
children’s education, identifying supportive and critical factors at three levels: micro-
system (home environment, peer interactions), meso-system (parent-teacher
interactions), and macro-system (systemic functioning of the educational system). In-
depth biographical interviews were conducted in environments that were comfortable for
participants, often their homes, combining a general spontaneous biographical part, a
focus section elaborating on topics raised spontaneously, and pre-prepared topics from
the researchers. This study had a mixed-methods design, as findings from the biographical
component were compared with selected survey data collected among socially
disadvantaged Roma and majority women. The biographical approach captured
participants’ lived experiences more vividly than survey data, particularly on sensitive
items (e.g., perceived discrimination). Biography and ethnography thus have the potential
to empower marginalised actors by enabling their voices to be heard, which is particularly
valuable in studies on Roma, as researchers have often framed Roma individuals as

problems or victims rather than sources (Lauritzen & Nodeland, 2018).

In study 1 (Obrovska et al., 2025a), we aimed to ensure that every student could share

their perspective on meeting individual educational needs in heterogeneous classrooms.
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Listening to student voices is highly valuable for developing inclusive schools (Messiou,
2019), and students are the main recipients of teachers’ inclusive practices (Schwab et
al., 2022). Nevertheless, most initiatives in the field of inclusion originate from adult actors
(Hill et al., 2004). Young people’s perspectives on learning and teaching may differ from
adults’ perspectives, making it essential not only to listen but to actively respond (Cook-
Sather, 2006). Including all students in the sample validated the applicability of inclusive
practices for addressing a broad spectrum of characteristics and needs. This addressed a
significant methodological gap highlighted by the cumulative review study 3 (Navratilova
et al., 2025), confirming trends identified by other authors (Kielblock & Woodcock, 2023;
Lindner et al., 2023; Messiou, 2017; Nilholm & Géransson, 2017). Despite growing calls
to include all student voices in inclusive education research (Gillett-Swan & Baroutsis,
2024; Subban et al., 2022), researchers typically privilege certain student groups. The
review by Navratilova et al. (2025) pointed out the inconsistency of most analysed
studies: while theoretically embracing broad conceptualisations of student diversity, they
often report findings reflecting only specific student groups (usually students with special
educational needs), with interpretations often overshadowed by adult perspectives.
Participatory and collaborative approaches (e.g., Messiou, 2018) are effective in
consistently applying the perspective of inclusive education for all students throughout the

research process.

Study 4 (Obrovska et al., 2025b), was a multiple case study of schools with higher
proportions of socially disadvantaged students. While we did not give voice to vulnerable
actors (their perspectives were included in another study; see Majcik & Obrovska, 2025),
we mediated the perspectives of a broad range of school staff (14 types of actors, including
principals, vice-principals, educational counsellors, preventionists, social pedagogues,
special education teachers, school psychologists, adaptation and inclusion coordinators,
teachers, teaching assistants, external consultants, and others) on support measures
provided by state post-Covid funding. The issue of educational inequalities among socially
disadvantaged students was approached systemically, complementing the emic and
interactionist perspectives of studies 5 and 6, and was crucial for formulating
recommendations for educational policy and practice. Methodologically, we employed case
studies of five schools receiving funding according to the numbers of disadvantaged
students. Through multi-wave interviews, we examined which educational problems actors
considered most significant, which measures they selected from project offerings, how
implementation proceeded, and the impact on student engagement and educational

outcomes.

The cumulative studies employed a diverse range of qualitative methodological

approaches, enabling the capture of student diversity from multiple perspectives and
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contexts. Ethnographic, biographical, and case study designs provided space for voices
often marginalised in typical research. The combination of methodological strategies, long-
term and intensive field engagement, emphasis on data triangulation, and participatory
elements strengthened the validity of the findings. This methodological framework
provides a solid foundation for conclusions that are both empirically grounded and

sensitive to the perspectives of diverse actors involved in the educational processes.

4. Findings and Discussion

In this section of the habilitation thesis, I will summarise and discuss the findings

presented in the individual cumulative studies.

In cumulative study 2 (Obrovska et al., 2024), we focused on how pre-service teachers
reflected on and addressed student diversity during their practicum in lower-secondary
schools, and how mentor teachers at the schools and university educators supported them
in this regard. Student diversity in this study was defined using the concept of
differentiated instruction (see Conceptualising Student Diversity), which allows for a broad
understanding of student diversity. The findings indicated that pre-service teachers
primarily concentrated on addressing the individual educational needs of so-called
‘conspicuous’ students, typically those with special educational needs, as well as students
without formally assighed support measures who were noticeable due to disruptive
behaviour, work pace, or activity level. The needs of the remaining students, representing
the majority of the class, were approached reactively and homogenously, i.e., treated as
an undifferentiated group. The reactive differentiation of ‘average’ students was only
occasionally disrupted by attention to students who were advanced, faster, or more active.
Previous research has documented a similar tendency among pre-service teachers to
differentiate instruction primarily for low-performing and highly capable students (Brevik
et al., 2018; Tomlinson et al., 1997), as these groups often present a challenge to novice
teachers. The partially proactive approach towards high-performing students can be
interpreted as a way to balance deviations from instruction aimed at the hypothetical
average. Similarly, focusing on the needs of conspicuous students may be seen as an
effort to prevent disruption of the class as a whole. The preference for convergent forms
of differentiation corresponds with public discourse on addressing student diversity in both
the Czech (Stech, 2021) and international contexts (Gudjoénsdottir & Oskarsdottir, 2019;
Woodcock et al., 2022), where inclusion is often equated with accommodating high-
demand students, particularly those with special educational needs, and diversity is

predominantly framed as a special education concept.
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An analysis of university courses revealed that the topic of student diversity was
represented in various forms across thematic areas, and higher education teachers
successfully created opportunities for pre-service teachers to become familiar with
students’ diverse educational needs and to learn how to respond appropriately. While pre-
service teachers adopted the positive approach to student diversity modelled by instructors
(cf. Moon et al., 1999; Wan, 2016), the strategies and advice provided were implemented
in practice to a rather limited extent, as they were either forgotten or perceived as overly
theoretical, even when originally presented as concrete and specific. It can be assumed
that the gap between theory and practice may have been exacerbated by the absence of
a systematically integrated curriculum on student diversity within teacher education, as
highlighted by other authors (Dack, 2019; Gudjénsdéttir & Oskarsdéttir, 2019), which
could have included, for example, the concept of differentiated instruction (Santangelo &
Tomlinson, 2012). A lack of systematically connected, experience-based curricula,
combined with insufficient modelling of differentiation strategies in higher education
teaching (Swennen et al., 2008), may lead pre-service teachers to prioritise more
immediate concerns when conducting their practicum, such as classroom management or

time organisation, over addressing the diverse needs of students (Moore, 2003).

In contrast to pre-service teachers, who experienced limited transfer of university-based
knowledge into practice during their initial teaching attempts, study 1 (Obrovska et al.,
2025a) focused on experienced teachers in regular lower-secondary schools selected for
their higher degree of differentiation and individualisation. These teachers employed a
wide range of inclusive strategies to address student diversity. Professor Sharma and my
colleagues and I systematised these strategies into a framework of five inclusive core
practices and ten key strategies. These strategies were regularly used by teachers, had
the potential to address the broad range of diverse educational needs of all the students

in the observed classrooms, and were perceived by students as useful and supportive.

The first inclusive core practice, differentiating performance levels, involved adapting
instruction to different paces and abilities through the frequent use of graduated tasks.
For example, slower students were given more time to complete tasks, while faster
students received additional, more challenging assignments. The second core practice,
supporting student engagement, was pursued through varied and activating instruction
and by fostering student responsibility for learning. Examples included the use of
interactive tools (e.g., tablets) and peer learning (e.g., group work). The third practice
focused on creating a safe classroom environment, with teachers promoting a positive
atmosphere and guiding students in following behavioural rules. Strategies included
reassuring students that making mistakes is part of learning and regaining student

attention through effective routines. The fourth practice targeted determining and
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facilitating learning progress, implemented via continuous monitoring and provision of
corrective feedback. The final identified practice involved collaboration with teaching
assistants, who helped organise instruction and were given autonomy to individualise
support for specific students, e.g., distributing materials and providing individualised
feedback.

Our findings support the results of a systematic review by Finkelstein et al. (2019), who
also identified five categories of inclusive practices. Our model confirms that highly
inclusive teachers employ similar strategies, but it emphasises the importance of
differentiation and engagement practices. These two types of practices are recognised as
important within widely accepted inclusive pedagogical models, such as differentiated

instruction (Tomlinson, 2017) and Universal Design for Learning (CAST, 2018).

Through student perspectives, we identified challenges in implementing inclusive core
practices and strategies; these challenges sometimes resulted in insufficiently addressing
the needs of certain students or groups. Regarding differentiation strategies, students with
advanced knowledge required cognitively stimulating and meaningful tasks aligned with
their abilities, as noted in previous studies (Subban et al., 2022; Ziernwald et al., 2022).
Although students appreciated the option of selecting task difficulty, this required self-
assessment skills, which were challenging for some (cf. Brown & Harris, 2014), and
necessitated additional teacher support. Peer learning, as a strategy to enhance
engagement, sometimes led to reluctance among higher-performing students to act as
peer experts, indicating that excessive use of peer learning can be counterproductive and
should be carefully structured (Topping, 2005). Previous research has shown that positive
teacher-student relationships are crucial for creating a safe environment (Subban et al.,
2022; Van Mieghem et al., 2020). In our study, teachers often used humour, which could
have negative effects if perceived by some students as sarcastic or stigmatising. As in
other research (Giangreco, 2021; Subban et al., 2022), students valued support from
teaching assistants but believed that the primary responsibility for delivering content
rested with their teacher. Some students preferred teacher support over that of assistants,

as teachers could explain material more effectively.

Despite challenges in implementing certain inclusive strategies, students were generally
satisfied with the use of inclusive core practices, indicating their potential for addressing

a broad spectrum of student characteristics.

The findings of these two studies had important methodological implications, as cumulative
review study 3 (Navratilova et al., 2025) revealed that researchers in the field of

inclusive education often struggle to capture students’ diverse needs in a broad sense. The
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review focused on studies purporting to address inclusive education for all students, i.e.,
adopting a broad conceptualisation of student diversity. Across 26 studies, three themes
emerged: values, practices, and school development. Values encompassed generally
positive teacher attitudes towards broadly framed student diversity, yet a gap often exists
between teacher beliefs and classroom practices (Lindner et al., 2023). Inclusive practices
ranged from guided reading to project-based learning and differentiation. While teachers
acknowledged the benefits of differentiated instruction, they also noted challenges in
implementation, consistent with Smale-Jacobse et al. (2019). Studies on school
development emphasised that involving students in participatory research strengthens
inclusive practices and school culture (Messiou, 2018). Furthermore, student voices have
often been overshadowed by other participant perspectives, despite students being the

recipients of inclusive practices (Bourke & Mentis, 2013).

We examined the consistency with which inclusive education for all students was applied
across theory, methodology, results, and discussion. Most research in the field of inclusive
education for all drifted towards a narrower conceptualisation, primarily addressing specific
groups, most often students with special educational needs. While most studies were
consistent in conceptualisation, interpretation, and discussion, only a minority maintained
methodological consistency. Methodological issues threaten the credibility of findings, as
authors may present results as applying to all students, when in reality they pertain only
to selected groups. Sampling often included students sharing a single characteristic,
typically a type of disability, representing a minority in the classroom, while other students
remained unrepresented. Pragmatic constraints are understandable, but researchers have
often failed to reflect on how such selections reduce the complexity of inclusion (Norwich,
2014).

The findings summarised above derive from cumulative studies addressing student
diversity broadly through inclusive education for all students, inclusive practices, and
differentiated instruction. I will now turn to a summary of the findings from cumulative

Studies 4-6, which address student diversity from a sociocultural perspective.

Study 4 (Obrovska et al., 2025b) focuses on persistent inequalities affecting socially
disadvantaged students in Czech schools, mapping the implementation of post-Covid
support programmes to enhance engagement and educational outcomes in schools with a
higher proportion of socially disadvantaged students. We investigated challenges faced by
primary recipients of systemic support (school leadership, teachers, teaching assistants,
external consultants, and counselling staff) and their solutions using programmatic tools.
These included personnel support (e.g., funding school psychologists, special educators,

social pedagogues, adaptation coordinators), direct student support (e.g., tutoring,
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experiential programmes), and professional development (e.g., supervision, coaching,

mentoring).

Key issues included low student attendance at school and extracurricular activities. Schools
addressed this by funding experiential educational programmes and extracurricular
activities (e.g., theatre visits, science centres, trips, adaptation programmes), fostering
relationships between students, teachers, and peers. Similar initiatives were organised for
parents. Schools also addressed low student motivation and preparedness through
teaching assistants and counselling staff who could support teachers in managing
challenging behaviours. Overall, schools focused on the behavioural dimension of
engagement (attendance and participation) and the emotional dimension (sense of
belonging, positive relationships, support for personal problems), while the cognitive
dimension, including metacognitive and self-regulation strategies (Fredricks et al., 2004;
Zimmerman, 1990), received less attention. A focus on relationships, motivation, and
behaviour management may impact instructional quality, as staff primarily aimed to
provide basic knowledge and skills, often minimal in scope, not aligned with the Czech
Framework Educational Programme for Elementary Schools. This aligns with prior research
showing that teacher expectations vary by student socioeconomic status (Auwarter &
Aruguete, 2008; Dusek & Joseph, 1983), with lower expectations influencing outcomes.
Low expectations for socially disadvantaged students were exacerbated by Covid-19
(Beckmann et al., 2022; Betthauser et al., 2023; Gee et al., 2023). Conversely, high
expectations, quality instruction, and monitoring of student progress characterise schools
that successfully mitigate disadvantage (Chapman & Harris, 2004; Demie & Mclean, 2015;
Muijs et al., 2004; West et al., 2005). An analysis of project support utilisation
demonstrated that schools prioritised student engagement, albeit with reduced academic

demands, low aspirations, and a degree of resignation regarding outcomes.

Study 5 (Obrovska & Sidiropulu Jankli, 2021) complements these findings by
examining systemic support for socially disadvantaged students from the perspective of
Roma mothers, focusing on barriers and resilience factors in primary education. Presenting
this perspective is crucial, as, in the Czech context, research predominantly reflects
teacher and school staff views; student and parent perspectives are often marginalised
(Obrovskd & Sidiropulu Jank(, 2019). Findings are presented according to
Bronfenbrenner’s (1979, 2005) bioecological model, distinguishing macro-, meso-, and

micro-systems.

At the macro- and exo-system levels, encompassing societal horms, economic systems,
and media, Roma mothers reported negative experiences with racism and discrimination,

perceived as persistent frameworks shaping behaviour and reproduced
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intergenerationally. Support from formal structures (e.g., authorities) was perceived as
conditional, insincere, and often accompanied by prejudice. Deficit-based perceptions of
Roma children and families reflect broader social and power structures (Yosso, 2005). At
the meso-system level, capturing interactions between micro-systems (e.g., parent
interaction with teachers), positive experiences predominated, particularly in
extracurricular activities. These activities contributed to children’s personal and
educational development. Support often came from non-profit staff with empathetic,
personal approaches, creating environments where mothers could view their children with
respect and pride (Doubek et al., 2015; Lauritzen, 2019). Resilience factors included
access to low-cost or free extracurricular activities, facilitated by schools or non-profits.

However, positive experiences in formal school settings were less frequent.

At the micro-system level, mothers’ reports of classroom experiences aligned with
children’s memories of exclusion and ethnic/racial bullying. Some children somatised fear
of school through illness. Experiences of discrimination were often long-term and
recurring, shaping family memory and identity and reinforcing preferences for segregated
schools. Roma mothers prioritised ‘damage control’, navigating the school system to
minimise harm; middle-class ideals of active parental support receded (cf. Lareau &
Horvat, 1999). Mothers relied heavily on extended family support, reflecting a broader
societal exclusion of Roma, loss of trust in external assistance, and distancing from the

majority.

Cumulative study 6 (Obrovska, 2016) presents the perspective of Roma students and
peers on dynamics within ethnically mixed classrooms. Through a micro-analysis of
identity performance, the study examined intersections of ethnicity with other social
identities. Ritualised performances of subcultural (rap, sports) identities by Roma boys
intersected with gender performance, ambiguously interpreted by peers and teachers.
Ethnically coded masculinity could be valued (e.g., representing the school in sports) or
feared (e.g., physical interactions during breaks). Previous research has shown that
engagement with masculinity may compensate for low academic status among ethnic
minority boys (Mac an Ghaill, 1998; Wright et al., 1998). Roma boys’ academic failure and
age differences increased social distance from peers. Teacher narratives emphasised
premature maturity, particularly affecting Roma girls, who simultaneously managed
appearance and status within peer networks (Youdell, 2003). These findings highlight risk
factors in integrating Roma students into mainstream schools, including grade repetition,
age gaps, and emphasis on non-academic talents, potentially leading to exoticisation of
certain student characteristics. However, comparative findings from another class in the
same school illustrate the plasticity of ethnicity and potential for successful inclusion
(Obrovska, 2018).
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Overall, the cumulative studies demonstrate the complex, multi-layered nature of
addressing student diversity—from pre-service and experienced teachers’ efforts to reflect
on and accommodate student needs, through systemic measures for socially
disadvantaged students, to the lived experiences of students and families. The findings
indicate that overcoming reductive approaches to diversity and inclusion remains a key
challenge. The inclusive core practices framework presented in study 1 offers a promising
tool for systematising support strategies and developing inclusive school practices across

contexts.

5. Implications, Limitations and Conclusion

In this section, I derive implications for theory, methodology, and practice in addressing
student diversity in education, drawing on and interlinking insights from all the cumulative

studies.

5.1 Theoretical Implications

The first theoretical implication arises from the model of inclusive core practices introduced
in cumulative study 1 (Obrovska et al., 2025a). We posit that this model holds potential
for application within approaches to the broader conceptualisation of student diversity and
inclusive education, as it extends the knowledge synthesised in prior review studies
(Finklestein et al., 2019; Lindner & Schwab, 2020). Moreover, some inclusive practices
included among the core practices are also embedded in well-established pedagogical
models for addressing student diversity (Griful-Freixenet et al., 2020), specifically within

differentiated instruction and Universal Design for Learning.

The findings of cumulative review study 3 (Navratilova et al., 2025) confirmed that the
concept of differentiated instruction has been successfully implemented in studies that
consistently adopted an inclusive education for all approach, thereby evidencing its

research potential within frameworks for the broad conceptualisation of student diversity.

The potential for the wider application of the inclusive core practices model is further
reinforced by the fact that the individual practices included in the model correspond to
concepts frequently emphasised in research on effective teaching (e.g., creating a safe
learning environment, see Jennings et al., 2009, 2005; Korpershoek et al., 2016; Wubbels
& Brekelmans, 2005; or the provision of feedback, see Hattie & Timperley, 2007; Mitchell

& Sutherland, 2020; Smale-Jacobse et al., 2019). As several authors have noted, inclusive
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practices substantially overlap with instructional strategies that are generally recognised
as effective and high quality and, as such, applicable to all students (Jordan et al., 2009;
Mitchell & Sutherland, 2020; Molbaek, 2018; Norwich & Lewis, 2010; Svojanovsky et al.,

under review).

Another theoretical implication arises from the cumulative studies employing narrow
approaches to the conceptualisation of student diversity (Studies 4-6). In conceptualising
student diversity within a narrow approach, grounded in categorical understandings of
student differences (e.g., ethnicity, socioeconomic status, special educational needs, etc.),
I recommend adopting approaches that avoid treating such categories as fixed, instead
considering them as fluid, contextually constructed, and open to interpretation. As
demonstrated in study 6 (Obrovska, 2016), useful inspiration may be drawn from
perspectives such as ethnicity without groups (Brubaker, 2004) or everyday ethnicity
(Brubaker & Cooper, 2000), which enable consideration of categorically defined diversity
without essentialising it and without the analytical risks of groupism (Brubaker, 2004),
emphasising its performance and dramatisation in everyday life (cf. Collins, 2004;
Goffman, 1967). In this way, theoretical sensitivity to structural aspects of difference can

be maintained without reducing diversity to static and homogeneous group identities.

5.2 Methodological Implications

A methodological strength of the inclusive core practices model presented in study 1
(Obrovska et al., 2025a), in the context of research on addressing student diversity, lies
in its grounding in research findings that encompass all students with varied characteristics
and educational needs—thus, in an approach aligned with the broad conceptualisation of
student diversity. The model has particular potential for research application in
mainstream schools with heterogeneous student populations, though it may also be
adapted to other contexts (see below), notwithstanding that specific inclusive strategies
may vary in accordance with contextual conditions (e.g., segregated classrooms, large
class sizes). Study 1 (Obrovska et al., 2025a), together with study 3 (Navratilova et
al., 2025), illustrates how all students may be included in research conducted in
heterogeneous classrooms if the aim is to truly account for the diverse educational needs
of all learners. This work thus addresses a methodological challenge with which many
researchers continue to grapple—namely, how to embed a broad framing of student

diversity in research without defaulting to a focus on narrowly defined student groups.

The results of study 3 (Navratilova et al., 2025) further imply that researchers should
carefully consider sample construction in research on student diversity, including selection
procedures, descriptions of student populations, and the presentation of results consistent

with methodology. Researchers must move beyond pragmatic considerations (e.g., time
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investment, financial costs) in sample design (Norwich, 2014) and explore novel
methodological strategies that enable student diversity to be researched in broad terms,
beyond conventional categories. Researchers should critically reflect on the language and
categories employed when describing diverse students, as these may (unintentionally)
reproduce exclusion (cf. Kielblock & Woodcock, 2023). In study 1 (Obrovska et al.,
2025a), we illustrated one possible methodological strategy for capturing a wide spectrum
of student characteristics and educational needs: our sample encompassed all students in
selected classrooms, thereby avoiding the selection of a limited set of ‘representative’
groups (e.g., a student with behavioural difficulties, a gifted student, etc.). This suggests
that researchers should consider further sampling strategies enabling the inclusion of

students with a broad array of characteristics.

Study 3 (Navratilova et al., 2025) additionally demonstrated that although studies often
claim to adopt an inclusive education for all approach, student views are surprisingly
frequently subordinated to those of other participants. The findings highlighted that
participatory and collaborative research approaches hold promise for capturing the voices
of diverse students more thoroughly, while simultaneously creating spaces in which
student characteristics can surface throughout the research process. Such collaborative
research practices between researchers, students, and teachers offer promising ways for

engaging with student diversity and embedding it effectively into research design.

In this context, the adoption of ethnographic methodologies is recommended, as these
approaches allow for the inclusion of various actors and the capturing of their experiences
and perspectives through diverse methods. Ethnography affords long-term immersion in
the research environment, enabling diversity to emerge contextually without restrictive
categorisation. Both broad and narrow conceptualisations of student diversity explored in
the cumulative studies demonstrated the potential of ethnographic and biographical

methodologies in intentionally creating space for marginalised perspectives.

When amplifying the voices of vulnerable groups, biographical and related methods are
especially valuable. As demonstrated in study 5 (Obrovska & Sidiropulu Jankt, 2021),
quantitative data may raise validity concerns (e.g., when Roma mothers are surveyed
about their experiences of discrimination using questionnaires, compared with the nature
of their narratives in biographical interviews). Biographical approaches, by contrast, may
uncover possible distortions and provide deeper insights into the experiential knowledge
of Roma mothers and their children. This aligns with the principles of critical race theory,
which also seeks to foreground the voices of marginalised groups (Yosso, 2005). As argued
in another publication (Sidiropulu Jankd & Obrovska, 2024), biographical methodology

creates space for participant voices while striving to avoid stereotyping, labelling, and
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othering—that is, epistemic injustice (Klyve, 2019). This is achieved through the complex
collection and interpretation of life stories, offering insights into the nuanced layers of lived
identities and hidden meaning structures. Narrative competence, in this context, does not
derive from formal education or a shared cultural code; it is intrinsic to the biographical

method itself, making it accessible even to members of marginalised groups.

5.3 Practical Implications

The model of inclusive core practices presented in study 1 (Obrovska et al., 2025a) can
be effectively employed in practice by teachers, particularly in heterogeneous mainstream
schools as well as in the pre-service preparation of future teachers. The model highlights
several central inclusive core practices instead of extensive lists of dozens of strategies
(see, e.qg., Finkelstein et al., 2019; Kratochvilovd & Havel, 2012; Sharma & Sokal, 2016),
which may prove less feasible in practice. In this respect, the model aligns with other well-
established frameworks, such as differentiated instruction (Tomlinson, 2017) or Universal
Design for Learning (CAST, 2018), which also emphasise a limited number of key practices

crucial for meeting diverse student needs.

As the findings of study 2 (Obrovska et al., 2024) suggest, it is important for pre-service
teacher education curricula addressing student diversity to be meaningfully linked to pre-
service teachers’ personal experiences. Therefore, it is advisable for pre-service teachers
to engage with the inclusive core practices model during their teaching practice through
university-assigned tasks. The study demonstrated that practice-integrated assignments
have considerable potential for fostering professional learning. Another result from study
2 (Obrovska et al., 2024) indicated that a coherent and interconnected system is
essential for the effective transfer of knowledge on addressing student diversity in higher
education. The presented model can be utilised to systematise teacher education curricula
precisely because it is anchored in a small set of core inclusive practices. The findings of
review study 3 (Navratilova et al., 2025) and study 2 (Obrovska et al., 2024) showed
that differentiated instruction (Tomlinson, 2017) similarly provides such a coherent

framework.

The practical utility of the inclusive core practices model is underscored by the fact that
its components (individual practices and strategies) are derived from the triangulation of
teacher perspectives and student perspectives—the latter being the primary recipients of
inclusive practices (Schwab et al., 2022). At the same time, study 1 (Obrovska et al.,
2025a) highlighted key challenges from student viewpoints that teachers may encounter

when implementing inclusive core practices.
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The model of inclusive core practices can also be applied in reflecting on the results
concerning support for socioeconomically disadvantaged schools, as investigated in study
4 (Obrovska et al., 2025b). From the perspective of the five inclusive core practices,
these schools, when accessing systemic post-Covid support, primarily focused on fostering
student engagement (particularly its behavioural and emotional dimensions) (core practice
2), building safe learning environments (core practice 3), and collaborating with teaching
assistants (practice 5). Conversely, differentiation of instruction according to student
levels (core practice 1) and determining and facilitating student progress (core practice 4)
remained underdeveloped. These findings imply that supporting the engagement of
disadvantaged students requires a holistic approach—not only addressing its behavioural
and emotional dimensions but also its cognitive dimension. Project-based support should
therefore be designed to balance these areas and should further include strategies
targeting teacher instructional practices and student development of metacognitive
strategies, such as self-reflection, self-assessment (cf. Moses et al., 2023; Rosario et al.,
2016), and self-regulation (Andrzejewski et al., 2016; Pohl, 2020). Whole-school
approaches (Kyriakides et al., 2019; Madden et al., 1993) aim to design support
programmes that are comprehensive, spanning all aspects of the school environment, and
that balance areas of support in ways that positively impact both student engagement and
academic outcomes. Although we identified strategies employed by teachers to engage
disadvantaged students (Majcik & Obrovska, 2025), these typically occurred beyond the

scope of project-based support.

The findings of study 4 (Obrovska et al., 2025b) demonstrated that parent engagement
was one of the key areas addressed by schools through project tools (e.g., funding for
parent events, employment of social pedagogues visiting families as needed). However,
study 5 (Obrovska & Sidiropulu Jankd, 2021) showed that the experiences of Roma
women and their children with schools and school staff tended to be predominantly
negative. It is therefore essential that schools serving disadvantaged students foster
cultures of open, supportive, and partnership-oriented engagement with parents. Such
relationships may help parents feel welcomed by schools, motivate them to collaborate,
and enhance their perception of education as meaningful and accessible for their children.
A related comparative study across three countries (Czech Republic, Portugal, Greece),
based on questionnaire data from Roma mothers (Obrovska et al., 2023), found that
frequent and high-quality interactions between Roma mothers, teachers, and majority
parents can improve mothers’ attitudes towards education, particularly their educational
aspirations for their own children. The quality of relationships and the level of trust
between minority parents and majority teachers can positively influence disadvantaged

parents’ involvement in their children’s education (Santiago et al., 2016).
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Strengthening collaboration between schools and non-governmental organisations with
long-standing involvement in minority communities and established relationships with
Roma families may also prove effective, as confirmed by study 5 (Obrovska & Sidiropulu
Jankd, 2021). Synergy between schools and such institutions can enhance the
effectiveness of educational support, provided that these partnerships are genuinely

collaborative rather than competitive.

Finally, it is vital to incorporate student perspectives and focus on their inclusion in
mainstream heterogeneous classrooms, where Roma mothers often report that their
children suffer and face ethnic and racial exclusion (see study 5, Obrovska & Sidiropulu
Jank(, 2021). In study 6 (Obrovska, 2016), micro-analyses of situational identity
formation highlighted risks arising from attempts to include Roma students in mainstream
schools without attending to their educational needs or providing adequate support
strategies. Grade repetition was common among Roma boys, who in one observed
classroom were up to two years older than their majority peers, creating distance between
them. While these boys attempted to compensate for their low academic status through
break-time rituals, the resulting subcultural, sporting, and masculine performances had
ambivalent effects—at once reinforcing their distinctiveness and heightening majority
student fears. Another risk was teacher tendency to exclusively value Roma students’
musical and sporting achievements rather than supporting their academic learning and
progress, thereby reinforcing constructions of difference. As observed in both study 4
(Obrovska et al., 2025b) and study 6 (Obrovska, 2016), teachers’ low academic
expectations for disadvantaged students (Auwarter & Aruguete, 2008; Good, 2024)
contributed to shaping not only outcomes but also levels of engagement. Teachers’
inclination towards the ‘adultification’ of Roma students (cf. O’Connor et al., 2007)—the
assumption that these students behave more maturely due to ethnicity or biology, rather
than age—was also problematic. A more sensitive approach is recommended, particularly
towards Roma girls, for whom, for example, teachers’ humorous remarks about dating
may pose greater risks than for boys. In another publication summarising this research
more comprehensively (see Obrovska, 2018), I demonstrated that the dynamics of
another classroom in the same school differed markedly: break-time rituals fostered
solidarity across the collective regardless of ethnicity, including a Roma boy with strong
academic performance and a well-liked Roma girl. The findings thus suggest that students
construct and negotiate their identities in ways influenced not only by ethnicity, gender,
and socioeconomic status but also by the specific contexts of their interactions, which
should be taken into account in support strategies. Teachers must therefore attend to the
dynamics of ethnically mixed classrooms and the positions of individual students. As

demonstrated in other studies on the adaptation of Ukrainian students in Czech schools,
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conducted in collaboration with colleagues from the SYRI Institute (Hlado et al., 2024;
Lintner et al., 2023; Sedova et al., 2024), although Czech teachers acknowledge the
importance of student social inclusion in classroom collectives, they often lack specific
strategies for achieving this. Yet, positive peer interactions among refugee, migrant, and
minority students have substantial benefits for both wellbeing and achievement (cf.
Schachner et al., 2018); a lack of such interactions or experiences of discrimination can
negatively impact both social and academic adaptation (McBrien, 2005; Ward, 2022). In
ethnically mixed classroom collectives, ethnicity is negotiated on an everyday basis,

making such contexts vital spaces for future efforts to improve interethnic relations.

5.4 Limitations

The studies compiled in this habilitation thesis have certain limitations. A limitation of
approaches adopting a broad conceptualisation of student diversity is that they may imply
an excessively wide, even potentially unbounded, range of learning characteristics or
educational needs that could be relevant to students in the teaching and learning process.
Methodologically, this limitation can give rise to logistical challenges in conducting the
research. To adequately capture the perspectives of all students within a given setting,
researchers are often compelled to delimit the scope of inquiry to a small number of school
classes, which may, however, compromise the robustness of the findings. Conversely,
abandoning this methodological principle risks the self-selection of students who are willing
to participate, or the reproduction of existing asymmetries and inequalities between
students and teachers, particularly where the selection of participating students is

mediated through teacher judgments.

The challenge of practical feasibility also pertains more generally to ethnographic research
design. Ethnography’s defining emphases on prolonged engagement in the field,
contextual complexity, and triangulation of various data sources and actor perspectives
entail substantial temporal and organisational demands. Moreover, the analysis of a large-
scale ethnographic data corpus within multi-researcher teams may prove demanding with
respect to coordination and the establishment of inter-researcher reliability (Obrovska,
2022).

Another limitation of the study lies in the fact that the presented findings, focused on both
broad and narrow approaches to framing student diversity, do not take into account the
content-specific aspects of teaching. The research primarily concentrated on general

approaches to addressing the diverse educational needs of students across subject areas,
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rather than on differences arising from disciplinary didactics or the nature of the content

being taught.

The principal limitation of narrow approaches to conceptualising student diversity lies in
their tendency to essentialise categories such as ethnicity, gender, and student
socioeconomic status and the educational implications associated with them. In studies
focusing on the education of socially disadvantaged students, there is a risk that—despite
the strengths of ethnographic and biographical methodological approaches in researching
members of marginalised groups—power asymmetries between researchers and
participants may persist, rooted in intersectional forms of inequality. The social distance
between the predominantly white, middle-class positionalities of most researchers and the
marginalised lived experiences of participants endures despite sustained reflexive practice
and authentic efforts at understanding, and that social distance may be inscribed in both

empirical findings and their subsequent interpretation (Nurse et al., 2022).

5.5 Conclusion

The cumulative studies provide a theoretically, methodologically, and practically grounded
framework for addressing student diversity in education that connects its broad
conceptualisation with specific sociocultural approaches. The model of inclusive core
practices emerges as valuable not only for systematising research and pre-service teacher
education but also for supporting inclusive practices in mainstream schools.
Methodologically, it is crucial to incorporate student perspectives, critically reflect on the
categories employed, and seek ways of capturing diversity beyond rigid classifications.
Ethnographic and biographical methodologies have proven particularly effective in
enabling deeper understandings of student experiences, including those of marginalised
groups. With respect to the education of socioeconomically disadvantaged students, a
coordinated approach is recommended—integrating pedagogical strategies with classroom
relationship-building, parental collaboration, and partnerships with external institutions.
Only through such a comprehensive approach can environments be created in which
diversity becomes a source of mutual learning and a foundation for long-term

improvement in both interethnic relations and the educational outcomes of all students.
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Although there is widespread agreement that inclusive practices should address the needs of all students,
research still tends to emphasise certain groups of students over others. This study explores how lower-secondary
teachers in highly inclusive Czech schools support all learners and how students perceive these practices. Using
extensive ethnographic data - hundreds of teaching observation hours and interviews with six teachers, two
assistants, and 42 students - we establish a new framework of inclusive practices. We identify five core practices

with ten key strategies and highlight challenges from students’ perspectives. The findings offer insights for ed-
ucators, researchers, and policymakers on enhancing inclusive teaching.

1. Introduction

The concept of inclusive education has shifted from the inclusion of
students at heightened risk of exclusion, typically students with special
educational needs (SEN) or socioeconomic disadvantages, to a broader
delimitation as participation of all students (Ainscow et al., 2006).
Although addressing the needs of all students under the umbrella of
inclusion is widely advocated, review studies consistently demonstrate
(Navratilova et al., 2024; Kielblock & Woodcock, 2023; Lindner et al.,
2023; Messiou, 2017; Nilholm & Goransson, 2017) that there is not
enough attention in the academic literature devoted to working with
heterogeneous classrooms where the needs of all students, not just
selected groups, are recognised and met. Therefore, more attention
needs to be directed toward what teachers in inclusive classrooms do
and how they cope with student diversity on a daily basis. This study
examined the practices of highly inclusive teachers as well as how the
students perceived these practices.

To determine and develop the inclusivity of teachers’ practices,
listening to students’ voices seems to be very promising (Messiou, 2019).
Although students play a central role in the educational inclusion
agenda, most initiatives were designed, conducted and evaluated by
adults (Hill et al., 2004). Consequently, a new paradigm for the study of
childhood (Corsaro, 1997; James et al., 1998) emerged, acknowledging
that children’s ideas are essential to understanding their lives from their
unique viewpoints, especially in school contexts. Relatedly, in recent
decades there has been a growing demand for the inclusion of students’
perspectives in educational research and the concept of student voice

* Corresponding author.

has entered educational discourse and reform (Cook-Sather, 2006; Gil-
lett-Swan & Baroutsis, 2024). Young people may possess distinct view-
points on learning and teaching from their teachers and parents and
their insights deserve not only attention but also a response from adults
(Cook-Sather, 2006). Thus, incorporating student voice prevents stu-
dents from being kept in the role of passive recipients of others’ view-
points and decisions, and their insights can be a significant source for
school improvement and change, particularly with respect to developing
inclusion (Messiou et al., 2024). Procedures that can create space for
capturing students’ voices include focussing on students analysing
classroom practice, engaging in research through various methods and
co-authoring texts (Cook-Sather, 2020); and acting as learning observers
(Keddie, 2015) or as researchers (Fielding, 2001).

The voices of some students, mainly those who are most vulnerable
to exclusion, are often sidelined, and certain initiatives may even rein-
force the asymmetry between students who are more confident and
“able” to speak and those who are not (Keddie, 2015). Moreover, it was
found that in student voice studies, some students tend to set their own
agendas, often focussing on social and relational topics (Uthus & Aas,
2024), while less attention is given to issues of learning and teaching
(Messiou et al., 2024). Our research design mitigates this bias of
listening to only some students’ voices by interviewing all students, both
individually and in groups. The aim of this study was to explore what
practices lower-secondary school teachers use to include all learners and
how all learners perceive these practices in highly inclusive schools in
the Czech Republic. We argue that the voices of all learners are impor-
tant, and we must ensure that we capture all learners’ perspectives.
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2. Inclusive practices

Inclusive practices are considered to be one of the key dimensions of
inclusive education (Booth & Ainscow, 2002; Nilholm, 2021). In a
long-term study, Jordan et al. (2009, p. 536) demonstrated that “effec-
tive inclusion is akin to effective teaching practices overall, and that
enhancing inclusive practices benefited all students”. Inclusive practices
can be realised at the school and classroom levels (Loreman, 2017). In
this study, we conceptualised inclusive practices as in-class strategies
that teachers use to ensure that all students, who are inherently diverse,
could learn together in heterogeneous classrooms (cf., Finkelstein et al.,
2019).

2.1. Observation of teachers’ inclusive practices

A key focus of this study was to examine the teaching practices of
inclusive teachers. While there is plenty of research examining teachers’
attitudes towards inclusion (de Boer et al., 2011; Lindner et al., 2023;
Yada et al., 2022) research on their practices is limited (Finkelstein
et al., 2019; Sharma et al., 2021). Also, when practice has been inves-
tigated previously, self-reported data about teachers’ practices or
intended practices were often used, rather than actual observations of
teaching in real-life contexts (Pozas et al., 2020; Sharma & Sokal, 2016).

Studies examining inclusive practices based on observational data
have been synthesised in a review by Finkelstein et al. (2019). Their
analysis identified high-quality inclusive practices. These were: 1.
instructional practices (e.g., facilitating peer learning, providing
choice), 2. organisational practices (e.g., establishing routines,
providing appropriate time allocations), 3. social/-
emotional/behavioural support (e.g., providing and communicating
support, conveying behavioural expectations), 4. determining progress
(e.g., using formative assessment, employing formal and informal as-
sessments), and 5. collaboration and teamwork (e.g., working with
families, collaborating with other teaching professionals). Lindner and
Schwab (2020), in a subsequent review study, investigated which types
of differentiated and individualised teaching practices are implemented
in inclusive classes using the five categories from Finkelstein et al.’s
(2019) research. Results indicated these types of practices: collaboration
and co-teaching, grouping, modification (of assessment, content, extent,
instruction, learning environment, material, process, and time frame),
individual motivation and feedback, and personal support for students.
However, these results are also based on other data sources beyond
observational data (e.g., questionnaires and interviews).

Research based on direct observation typically examines what
practices teachers employ and how frequently they apply them. Using
some quantitative indicators, the inclusiveness of teachers’ instructional
practices is then determined (e.g., Sharma & Sokal, 2016). However, we
argue that a practice is not necessarily inclusive with regard to how
frequently it is applied. How the practice is implemented also matters,
which is typically not considered by the observational protocols used.
The quality of inclusive practices should be determined by the extent to
which they take the educational needs of all students into account.
Therefore, in this study, by using ethnographic methodology, we work
with a variety of data sources, with an emphasis on direct, long-term,
unstructured observation to understand how inclusive practices are
implemented and how they have an impact on students.

2.2. Students’ perspectives on teachers’ use of inclusive practices

In the meta-review study on inclusive education, Van Mieghem et al.
(2020) identified social participation of students as one of the five main
researched topics in the field. More specifically, for example, one of the
included review studies by de Vroey et al. (2016) identified students’
self-concept related to friendships, perceived support needs and future
aspirations as important themes with regard to inclusion from students’
perspectives. However, mainly the voices of students with SEN were
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represented in these studies, implicitly reflecting a rather narrow
conception of inclusion. Thus, van Mieghem et al. (2020) recommend
for future research that the voices of both students with and without SEN
should be highlighted. Learning directly from students regarding their
experiences and perceptions of inclusion is very important as their in-
sights can inform teachers’ further attempts at addressing the needs of
all students. In this context, perspectives from all students with diverse
learning needs on how their teachers implement inclusive practices are
particularly needed; however, such data has been rather scarce in pre-
vious research (Schwab et al., 2022).

A systematic review by Subban et al. (2022) identified teaching
practices supporting inclusion from the perspective of students with
diverse learning profiles, such as inclusive pedagogies, enga-
ging/challenging curriculum, accommodations and support, and
accessibility. In contrast, practices perceived as barriers to inclusion by
students included inappropriate learning support (e.g., from para-
professional staff), lack of differentiation/access to curricular material
and physical access.

Recent research respecting the broader conception of inclusion in-
dicates positive effects of students’ perceptions of their teachers’
implementation of inclusive teaching practices on both academic and
social-emotional outcomes. The limited evidence available has shown
that students’ perceptions of their teachers’ inclusive practices posi-
tively predict their school well-being, social inclusion, and academic
self-concept (Alnahdi et al., 2022; Pozas et al., 2021). Previous research
has also shown that students rate their teachers’ personalisation prac-
tices more positively than differentiation practices (Schwab et al., 2022)
and there are not significant differences between students with and
without SEN in the ratings of their teachers’ use of differentiation and
personalisation (Lindner et al., 2019; Schwab et al., 2022).

Research simultaneously encompassing teachers’ and students’ per-
spectives can bring even more nuanced evidence on inclusive practices.
However, with the exception of Lindner et al.’s (2019) study, there is a
paucity of research that has captured both perspectives. Our research
design is partially informed by Schwab et al. (2022) and Lindner et al.
(2019), who recommend that researchers study students’ perceptions of
their teachers’ implementation of inclusive practices in classes with
highly inclusive teachers, supplemented by classroom observations and
in-depth interviews with students.

In this study, we used ethnographic methodology to explore what
practices lower-secondary school teachers use to include all learners
enrolled in their classes and how all learners perceive these practices in
highly inclusive schools in the Czech Republic. We used long-term ob-
servations and interviewed all participants (including teachers and
students) to get a holistic overview in order to understand how teachers
address student diversity in their classrooms.

The main research question of the study was:

What practices do teachers use to include all learners, and how do all
learners perceive these practices?

3. Methodology

To answer the research question, we used an ethnographic meth-
odology (Hammersley & Atkinson, 2007), characterised by long-term
participation of the researcher in the everyday lives of people,
observing what goes on, listening to what is said, carrying out formal
and informal interviews and collecting documents and artefacts with the
aim of shedding light on the developing subject of research. Data
collection typically spans an extended period to capture diverse
empirical situations and uncover potentially conflicting patterns of
behaviour as well as perspectives of the participants (Beach, 2017).

The research was approved by the Ethics Board of Masaryk Univer-
sity (EKV-2022-013). We obtained informed consent from all research
participants, and for the students, we obtained consent from their legal
guardians. Participants took part in the research voluntarily, with the
understanding that they could withdraw at any time.
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3.1. Case selection strategy

In the Czech Republic, the most common route to obtaining a
teaching degree for lower secondary schools follows a structured
consecutive model at a public university. This typically involves a three-
year Bachelor’s programme followed by a two-year Master’s pro-
gramme, combining subject-specific training with coursework in general
pedagogy and psychology (see Novotna, 2019). To answer our research
question, we needed to deliberately select teachers who were successful
in addressing the diverse educational needs of students, i.e. those who
use inclusive practices. However, finding such teachers, especially at the
lower-secondary level attended by students aged typically 11 to 14, in
grades 6 to 9, is not easy in the Czech context. The level of addressing
individual student needs in Czech schools is low, with approximately
two-thirds of teachers needing improvement (Czech School Inspec-
torate, 2022a, 2022b) which is consistent with studies indicating that in
general, teachers rarely differentiate their instruction (Schleicher, 2016;
van Geel et al., 2019). More specifically, Czech teachers scored below
the OECD average in terms of their perceived preparedness for teaching
in mixed-ability settings, and even lower than other countries from the
same Central and Eastern European context, such as Slovakia or
Hungary (OECD, 2019). The same pattern emerged in responses to the
item regarding whether teaching in mixed-ability settings had been
included in their formal education or training. This lack of perceived
embeddedness of diversity- and inclusion-related topics in initial teacher
education programmes is further confirmed by the Eurydice report
(2023), which shows a lower level of coverage of these topics in Czech
teacher preparation programmes, even in comparison with Central and
Eastern European countries such as Hungary, Slovakia, or Poland.
Relatedly, a previous ethnographic case study conducted at one Czech
university (Obrovskd et al., 2024) revealed a lack of a systematic
framework within the university curriculum for addressing the diverse
needs of all students in the classroom.

In order to identify an inclusive school, we considered the level of
differentiation and individualisation as the selection criterion, as these
are concepts more commonly associated with a broader definition of
inclusive practices in the Czech context - i.e., not limited to practices
addressing only the needs of students with SEN or social disadvantage.
To answer the research questions, the key factor was the use of inclusive
practices by teachers. We did not observe or examine practices used
outside the classrooms (e.g., involvement of parents or carers).

When selecting schools, we used four indicators. Firstly, we carefully
went through a list of 24 demonstration schools (faculty schools) that
cooperate with one of the Faculties of Education in the Czech Republic.
Considering that the demonstration schools work in close partnership
with universities, it was likely that quality education was being provided
at the schools and they would be using more inclusive practices. How-
ever, we needed to ensure that this was indeed the case. We applied
three other measures to recruit the schools that were using highly in-
clusive practices. The extent to which schools use inclusive practices was
assessed from three perspectives.

1. Analysis of publicly available reports by the Czech School
Inspectorate;

2. Opinions of the cooperation coordinators from the Faculty of Edu-
cation, i.e., faculty representatives;

3. Opinions of the cooperation coordinators from the faculty school, i.
e., school representatives.

The coordinators from the Faculty of Education and the Faculty
school were asked the following question: "Do teachers at the lower-
secondary level in the faculty school [school name] differentiate/individu-
alise instruction?" They responded using a 5-point Likert scale (1-strongly
disagree/5-strongly agree). These two sources of data were supple-
mented by the evaluation of the Czech School Inspectorate reports on
the same scale. After calculating the points from all three sources, a
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ranking of the schools was created, and the two highest-scoring schools
were invited to participate in the research. The maximum number of
points that could be obtained by a school was 15. The minimum number
of points obtained was 8 points. The average number of points obtained
was 10.3 and the highest number of points obtained was 13.

3.2. Participants and data collection

The participants involved in this research were 18 students, 3
teachers, and 1 teaching assistant from 1 class at Sunflower School and
24 students, 3 teachers, and 1 teaching assistant from 1 class at Tulip
School (Table 1). All the data about the research participants are ano-
nymised using pseudonyms. Detailed information about the participants
(such as teachers’ characteristics, students’ SES, etc.) is provided in
Appendix A.

We gathered extensive data using multiple ethnographic methods
(Walford, 2018). The principal data collection method was participant
observation (Delamont, 2008, 2012). Data collection spanned one
school year (September 2023-June 2024), with weekly gatherings over
40 weeks. Altogether, the entire data set consisted of field notes of 290 h
of school observations and 149 research interviews with participants.
We gathered seven different data sources comprising our data set (see
Table 2).

Each week, five researchers spent approximately 8 h undertaking
observations in schools. Of this time, 6 h were spent observing the
teaching of the participating teachers (1 h per teacher) where teaching
assistants were always present and 2 h observing other activities (e.g.,
breaks and interactions in the hallways). In total, field notes were
collected from 218 h of teaching and 72 h of other activities. The
observation protocol was designed using the framework outlined in ‘A
Guide to In-Class Observation of Inclusive Teachers’ (Finkelstein et al.,
2019). The protocol consisted mainly of descriptive notes detailing
participants’ actions, conversations, characteristics, and the overall at-
mosphere, while interpretative and analytical insights were captured
through the researchers’ memos (cf. Clerke & Hopwood, 2014).

Moreover, we conducted different types of interviews. While the
post-lesson interviews always began with the question: What practices
did you use today to address the diverse educational needs of all students in
the class?, all other interview questions were guided by the five cate-
gories of inclusive practices outlined by Finkelstein et al. (2019). 1-2
topical questions were formulated for each category. The questions were
formulated openly and broadly to give participants the maximum space
to direct their responses to what is important and relevant to them.
Questions varied according to the type of interview. For example, for
semi-structured interviews with teachers and in relation to the category
“instructional practices” we asked: In what ways is your teaching modified
to suit different learners?; while for example, for semi-structured in-
terviews with students and in relation to the category “instructional
practices” we asked: In what ways is your teacher’s teaching modified to suit
your needs?

3.3. Data analysis

Data analysis procedures were applied in keeping with the main
principles of ethnographic research design (cf. Hammersley & Atkinson,

Table 1
Participants.

One class in Sunflower School One class in Tulip School

24 students

Czech language teacher
mathematics teacher
biology teacher
teaching assistant

18 students
Czech language teacher
mathematics teacher
geography teacher
teaching assistant
Total participants:
42 students, 6 teachers, 2 teaching assistants
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Table 2
Overview of data set.
Data sources Sunflower Tulip Total
School School
Field notes from observed lessons (number 120 98 218
of lessons)
Field notes from other activities (number 40 32 72
of hours)
Audio recording of focus group interviews 4 5 9
with students
Audio recording of semi-structured 18 24 42
interviews with students
Audio recording of semi-structured 3 3 6
interviews with teachers
Audio recording of post-lesson interviews 48 42 90
with teachers
Audio recording of semi-structured 1 1 2

interviews with assistants

2007), which are: 1) the circular and intertwined nature of data
collection and analysis; 2) triangulation of diverse data collection
methods and sources; and 3) data analysis via recurrent phases of
coding/categorising procedures.

Firstly, because data analysis is not a distinct stage of the research
process in ethnography, we followed the principle of the narrowing
funnel by progressively focussing on phenomena most relevant to
answering our research question. This was inscribed in the data collec-
tion, for example, by focussing on the details and specifics of teaching
practices that were richly grounded in data in the later phases of field-
work, or for example, during post-lesson interviews with teachers, we
specifically asked about students whom the teachers had mentioned less
frequently.

Secondly, by applying triangulation as an important analytical
strategy, we contrasted different data sources collected via diverse
methods to enhance the robustness of the findings by combining
different perspectives on the same issue (Flick, 2018). Our findings
result from constantly contrasting data from different sources
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(fieldnotes, interview transcripts) as well as from different participants
to ensure they capture the important patterns in the participants’
thinking and behaviour. Moreover, to code the entire data set, we uti-
lised the analytical software Atlas.ti, which makes triangulation pro-
cedures more feasible.

Thirdly, we analysed the data via recurrent phases of coding and
categorising. Coding is the process of organising data by systematically
labelling thematically and meaningfully coherent data excerpts. The
coding phases, just like the data collection, were conducted by five re-
searchers who followed the research questions throughout all phases of
coding. We coded all data sources (see Table 2), consisting of 367 doc-
uments: 218 written fieldnotes (fieldnotes from observations of other
activities were incorporated into the fieldnotes of observed lessons, see
Table 2) and 149 transcripts of five different types of interviews. The
data analysis consisted of five phases, which we explain in detail in
Fig. 1, including an example of a specific sample of the coded interview
transcript. The key phases for generating the final findings (answers to
the research questions) presented in this manuscript are phases 4 and 5.
For clarity, we have also illustrated these phases graphically in Fig. 2.

Moreover, we enhanced the validity of our findings by: the longitu-
dinal and intense nature of field data collection; then by the strong
groundedness of the codes we base our findings on; by applying trian-
gulation as an important analytical strategy (see above in this section);
and finally by regular discussions on the emerging codes and data pat-
terns among researchers (Cascio et al., 2019). Finally, throughout the
research, we reflected on researcher reactivity—not by attempting to
minimise it, but by monitoring it and bringing it under reflective control
(Hammersley & Atkinson, 2007). We also believe our prolonged pres-
ence in the classrooms over the entire school year would have reduced
the impact on student or teacher behaviours that may have occurred if
we had been present in the classrooms for a shorter duration.

In order to respect the inductive nature of ethnographic design we
worked with the concept of inclusive practices (Finkelstein et al., 2019)
as a ‘sensitising concept’” which was partially inscribed into data
collection, analysis, and findings (cf. Bowen, 2006). A sensitising
concept enables researchers to get a sense of how the empirical instances

Each researcher independently
performed inductive coding on several
selected documents from each data

Using this preliminary coding tree, each
researcher coded several selected
documents from each data source once
source (e.g., each researcher coded
selected transcripts of semi-

again (different from those in the first
phase, with all researchers coding the same

The researchers excluded codes from the
preliminary coding tree that: 1) were not
directly related to the research questions of this
study, 2) were insufficiently grounded in data
excerpts, and 3) had data excerpts thematically

For the excerpts of each sub-
code, preliminary findings were
formulated. By contrasting and
consolidating the individual

structured interviews with students
out of 42, with each researcher using
different transcripts), resulting in a
total of 78 codes. Based on a joint
discussion among researchers about
the meaning of individual codes,
thematically similar codes were
merged, resulting in 41 codes which
formed the preliminary coding tree.
Definitions of the codes were refined,
and illustrative excerpts were also
assigned to the codes.

documents). This allowed the researchers
to verify the applicability of the preliminary
coding tree. Afterwards, the researchers
compared agreement in code application
(e.g., how long the data excerpts were that
individual researchers coded; whether they
used the codes in alignment with the main
meaning of each excerpt), discussed
discrepancies in coded excerpts, and revised
the definitions of the codes, selecting more
appropriate illustrative data excerpts where
necessary.

After synchronising among researchers
and finalising the definitions of the
codes, the researchers had the revised
version of the preliminary coding tree
through which they analysed the entire
data set—each researcher
independently coded a selected
segment of the data.

overlapping with other codes. This process
resulted in the final coding tree, consisting of 16
codes. Subsequently, researchers sorted the
coded excerpts of selected codes using
thematically specific sub-codes (resulting in a
total of 210 sub-codes, e.g. sub-code of the
code PACE is “PACE/fieldnotes/advanced
students”; or sub-code of the code CHOICE is
“CHOICE/interviews with students/task
difficulty”). Each sub-code had a definition and
illustrative excerpts provided. For more details
on this phase, see Figure 2.

preliminary findings from the sub-
codes, findings for the entire
original code were developed. By
summarising the relationships
between the findings of 16
individual codes, final findings
were created. These findings are
organised via 5 categories called
“inclusive core practices”. For
more details on this phase, see
Figure 2.

le of a coding

pt from the third phase of data lysi:

| structured the lesson as a review session, even though at the beginning it seemed like they had never seen it before. First, we reviewed the curriculum together, and then each student had to decide, based on their

Jjudgment and how well they grasped the content, which difficulty level of the exercises to choose. They could also decide whether to collaborate or work alone. | like to offer a choice because some students prefer

working alone, and if | force them into a group, it often doesn’t work. (post-lesson interview with maths teacher Blanka, Sunflower School)

The excerpt was labelled with five codes. The CHOICE code was applied because the teacher allowed students to choose both whether to collaborate (with other peers in small group) and the level of exercises to
work on. The PEER LEARNING and GROUPING codes were used due to the opportunity for student collaboration and the fact that the activity involved working in groups (rather than pairs). The DIFFERENTIATION
code was applied because students worked on exercises of varying difficulty levels. Since each student had to assess for themselves how difficult the exercises were that they were capable of answering, the

STUDENT SELF-ASSESSMENT code was also applied.

Fig. 1. Phases of Data Analysis

Note. The conical background colour expresses the gradual focus in the data analysis. (For interpretation of the references to colour in this figure legend, the reader is

referred to the Web version of this article.)
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Analysis using the final version of the coding tree: sorting the coded
3,636 data excerpts from 16 codes using 210 thematically specific
sub-codes.

Development of
preliminary findings
for each code.

Transformation of the preliminary findings of each code
into final findings, which constitute five inclusive core
practices.

DIFFERENTIATION Sorting 375 excerpts using 17 sub-codes.

DIFFERENTIATION

PACE Sorting 312 excerpts using 15 sub-codes. PACE ——— > Differentiation of
GROUPING Sorting 233 excerpts using 13 sub-codes. |_> GROUPING——— % _ Performance Levels
PAIRING Sorting 112 excerpts using 13 sub-codes. PAIRING="_

CHOICE Sorting 162 excerpts using 17 sub-codes. Bevaloping CHOICE - Supporting Student
ENGAGEMENT Sorting 155 excerpts using 10 sub-codes. ENGAGEMENT Engagement

VARIETY IN TEACHING
PEER LEARNING

Sorting 146 excerpts using 13 sub-codes.
Sorting 190 excerpts using 16 sub-codes.

preliminary findings =
for each code by

VARIETY IN TEACHING
PEER LEARNING

Creating a Safe Classroom

merging the o
OUT-OF-CLASS LEARNING Sorting 173 excerpts using 13 sub-codes. findiﬁ sgfrom OUT-OF-CLASS LEARNING | Environment
SAFE ENVIRONMENT Sorting 169 excerpts using 16 sub-codes. individua?subcodes SAFE ENVIRONMENT b(
ERROR MANAGEMENT Sorting 67 excerpts using 3 sub-codes. ERROR MANAGEMENT. = Determining and

BEHAVIORAL RULES
DIAGNOSTICS
FEEDBACK

Sorting 173 excerpts using 3 sub-codes.
Sorting 386 excerpts using 15 sub-codes.
Sorting 292 excerpts using 20 sub-codes.

of the given code.

BEHAVIORAL RULES (5: Facilitating Learning
DIAGNOSTICS
FEEDBACK

llaboration with Teaching

STUDENT SELF-ASSESSMENT
TEACHING ASSISTANT

Sorting 313 excerpts using 17 sub-codes.

Sorting 378 excerpts using 7 sub-codes.

—

STUDENT SELF-ASSESSMENT Assistant

TEACHING ASSISTANT

Fig. 2. Detailed focus on the fourth and fifth phases of data analysis.

fit within the conceptual categories, thus providing interpretational
guidance in approaching data. At the same time, we were cautious not to
force the data into pre-existing codes (Glaser, 1978) which means that
the codes emerged out of the data rather than being imposed on them.

4. Findings

We identified five inclusive core practices that encompass ten stra-
tegies (Fig. 3), through which teachers successfully address the educa-
tional needs of all students. Inclusive core practices were those that
were: 1. richly grounded in data excerpts; 2. triangulated across
different data sources; 3. used by all six teachers who participated in the
research across both schools; 4. identified by students as also contrib-
uting towards their inclusion in the class.

Effective consideration of students’ educational needs is demon-
strated by: 1. the way practices are implemented by teachers and 2. the

voices of students. Additionally, we uncovered potential challenges in
the implementation of teachers’ inclusive practices from students’ per-
spectives (Fig. 4). In the following five sections, we will introduce the
inclusive core practices of teachers and how students responded to them.
The findings thus present how teachers implement inclusive practices
and that students typically consider them supportive. At the same time,
we provide space for the voices of all students, including those that
occasionally highlight challenges in implementing inclusive practices.

4.1. Differentiation of performance levels

Teachers primarily differentiated instruction based on students’
ability levels and understanding. They used tools like tiered tests [an
assessment with varying levels of difficulty to match students’ different
abilities], differentiated cards, and fill-in-the-blank dictations. Differ-
entiation strategies were comprehensive, often including choices based

Individualised form of
inclusive core practices

Inclusive core practices Strategies Examples of strategy implementation
Teachers adjust the instruction | 1. Teachers give additional time to students who need more time to finish the task(s)
DIFFERENTIATION | to the pace of the students. 2. Teachers provide additional assignments to students with advanced skills.
OF PERFORMANCE
LEVELS Teachers give students tasks of | 1. Teachers assign difficulty-differentiated cards for practising the same or different content.
varying difficulty. 2. Teachers shorten materials for less advanced students.
Teachers’ instruction is varied | 1. Teachers alternate different materials (e.g. tablets, worksheets) and methods (e.g. physical
and activating. and didactic games, competitions).
2. Teachers activate students in various ways (e.g. by calling on them, providing a choice).
SUPPORTING -
STUDENT Teachers encourage studepts to | 1. Teachers encourage peer learning (e.g. advanced/faster students are asked to help less
ENGAGEMENT take respo'nsxblhty for their advanced/struggling ones). ) ) ) i )
own learning. 2. Teachers offer students various options on how they can help themselves in their learning
(e.g. creating and using portfolios or cheat sheets, doing voluntary homework, suggesting
tutoring).
Teachers create a positive and | 1. Teachers encourage risk taking and making errors to enhance learning.
CREATING A SAFE | supportive atmosphere. 2. Teachers support humour, for example, by being familiar through the use of nicknames.
CLASSROOM Teachers ensure that students 1. Teachers are kind yet firm in enforcing established rules and in their approach to students.
ENVIRONMENT adhere to behavioural rules. 2. Teachers regain attention in various ways (e.g. by quieting down, using phrases like "Eeny,
meeny, stop").
A e e
FACILITATING 1 . ’
LEARNING earning. i assessment. i i
PROGRESS Teachers provide feedback to 1. Teachers provide prompt and constructive feedback.
the students. 2. Teachers provide corrective feedback to individual students regularly.
The teacher utilises an 1. Assistants follow the teacher’s instructions, for example, distributing materials, writing on the
assistant to help with the board.
COLLABORATION | organisational aspects of 2. Assistants proactively help the teacher, indicating deeper (more collaborative) forms of
WITH TEACHING teaching. cooperation (e.g. assistants anticipate where the teacher needs help).
ASSISTANT Teachers grant the assistant 1. Assistants monitor students’ learning process during their work.
autonomy to support students’ | 2. Assistants provide students with ongoing corrective feedback.
learning.

Involves various inclusive
core practices that a teacher
adapts to meet the learning
needs of individual
students.

Fig. 3. Teachers’ inclusive core practices and strategies.
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Inclusive core practices Potential chall from the stud ’ perspective, with illustrative data excerpts
1. Reluctance of high-achieving/fast-finishing students when provided with extra tasks. Student Rebeka: S they give us an extra task to do, and
sometimes, like if it’s a test, we just stay quiet and wait for the others. Researcher: How do you like that? I prefer when we don’t do anything afterwards.

DIFFERENTIATION e % g 5 2
OF PERFORMANCE (individual interview with student Rebeka, Tulip School)
LEVELS 2. Dissatisfaction of low-achieving/struggling students with being graded based on speed. Student Oliver: Most of the assignments for getting an A are just
Jfocused on speed, so basically whoever finishes faster will get an A... you just have to think faster. Student Jii: It's usually like that, those As mostly end up going
to the people who don't need them anyway for their grade average. (focus group with students, Sunflower School)
1. Disagreement of students with the impossibility to choose their collaborating classmates. Student Oliver: I enjoy it. The group work, I thought, was one of
the best parts of those assignments. Student Rudolf: But only if we can choose who we 're with. (focus group with students, Sunflower School) Student Marie:
SUPPORTING " ; 3 7 5 5 -
STUDENT Well, sometimes we do work in groups. The worst is when the teacher randomly assigns us. (focus group with students, Tulip School)

ENGAGEMENT 2. Overloading student experts in the context of peer learning. Researcher: (...) so, you don'’t like working in groups? Student Erik: It depends on who I'm in
the group with. Because if I get someone who doesn’t understand anything and keeps asking questions, like how to solve 42 divided by 9, it really annoys me.
(individual interview with Erik, Tulip School)

1. Students’ fear of making mistakes, despite being assured that making mistakes is okay. Researcher: And does the teacher know that you understand it or
that you don’t? Student Pavel: He knows that I understand it, but I don’t volunteer because I'm always scared. Researcher: Scared of what? Pavel: Of giving the
CREATING A SAFE i : X S : - : :
wrong answer. (...) Then, when he calls on me, I get it right, but I just don’t want to volunteer on my own. (individual interview with Pavel, Tulip School)
CLASSROOM e A A 5 . :

ENVIRONMENT 250 y of the teacher in enforcing rules can be exploited by students. Student Lenka: The teacher is really nice to us, so everyone takes advantage of
that. For example, they talk a lot or keep going to the bathroom. Student Marie: Yeah, they really abuse it. (...) Student Katefina: Yeah, she’s nice. (focus group
with students, Tulip School)

1. Insufficient petencies for self- t g stud Researcher: And what about self-assessment? Do you assess yourself, like saying how you
DETERMINING AND | did? Student Agata: Well, sometimes we do that. Student Felix: I don’t find it enjoyable. (focus group with students, Tulip School) Student Diana: Well,
FACILITATING sometimes it’s difficult for me. Student Ester: You have to learn how to do it (...) I just don’t know how to do it yet. (focus group with students, Sunflower School)
LEARNING 2. Dissatisfaction with the feedback provided. Student Jana: I sometimes have a problem because, for instance, I don’t know thing, and I'm supposed to
PROGRESS find it in the atlas [based on the teacher’s advice], but I don’t know where to look: "Oh, okay, got it." [she thinks to herself ironically] (individual interview with
Jana, Sunflower School)
1. Assistants supporting individual students in an inappropriate way. Student Tomas: I really don’t like it when someone looks over your shoulder and
watches you work. I prefer to work alone so that no one is watching me. And when the assistant comes, I know he probably wants to check if we have made any
COLLABORATION ; :
WITH TEACHING mistakes, but... (focus group with students, Sunflower School)
ASSISTANT 2. Limited respect for the assistant’s authority. The assistant loudly reprimands [student] Rudolf twice for throwing away a piece of paper. Rudolf resists, and
then the teacher steps in and tries to resolve the issue with him in a conciliatory manner. Later, during independent work, the problem between the assistant and
Rudolf resurfaces. Rudolf angrily responds that the assistant is treating him badly. (fieldnotes from Blanka’s maths teaching, Sunflower School)

Fig. 4. Potential challenges of inclusive core practices from the students’ perspective.

on student self-assessment and differentiated materials.

The teacher assigns work with differently coloured boxes, envelopes,
and cards: “Everyone pay attention. Here are the patterns.” The
teacher shows the cards in the purple box. “Here is the spelling, I'll
bring the collective and plural nouns too.” Students are supposed to
choose according to what they find difficult. The teacher assigns the
activity in preparation for an upcoming test. The teacher brings
another box from the cupboard with plural nouns, saying: “The first
ten are difficult.”

(fieldnotes from Czech language teaching, Sunflower School)

Interviews with teachers reveal that they often adjusted instruction
based on students’ levels and pace simultaneously. For struggling stu-
dents, teachers employed various strategies, such as cutting out parts of
the material or simplifying tasks. For advanced students, teachers asked
them to share their problem-solving processes.

Students reported that teachers applied strategies that account for
students of different abilities by providing more time to slow-paced
students and by giving additional work to students who were
advanced in their learning. Students confirmed that their teachers were
aware of each student’s abilities, with the demands placed on them
matching their level.

Researcher: And does she [the maths teacher] give you more of the
same examples or different, more difficult ones?

Krystof: She tries to change it up. She tries to match my level, so
sometimes she starts with easier ones, then when she sees that I can
do those, she moves to more difficult ones. If she sees that I struggle
with the more difficult ones, she tries to find exactly my level. Once
she hits that level, everything goes well for me.

(individual interview with student Krystof, Sunflower School)

The data indicated that students were generally satisfied with how
teachers made adjustments to suit their levels and pace. However, there
were also some voices of students who were not entirely satisfied.

Erik: Sometimes if he [teacher] notices that I've finished or if I raise
my hand to say I've finished, he gives me extra work that we
wouldn’t normally do (...). It’s something we skipped in the work-
book and won’t be doing it later, so he gives me that to do.

Researcher: Do you enjoy that?

Student Erik: No.
(individual interview with student Erik, Tulip School)

The excerpt demonstrates that the chosen strategy of differentiating
the pace for fast learners may not be appropriate for all such students
because fast-paced students may perceive being assigned extra work
as a kind of punishment or may feel an unfair workload burden.
Assigning extra tasks does not ensure fast-paced students receive
cognitively enriching work. More tasks of the same or greater diffi-
culty, if unengaging, may lead to rejection or frustration.

Unlike fast-learning students, low-achieving students may struggle
with being graded based on speed. For example, in competitive activ-
ities, struggling students are rarely among the fastest ones who might be
rewarded with A grades or other forms of recognition.

Researcher: Are you managing to get those A grades? Since you
mentioned it’s something you enjoy?

Gabriel: Well, it’s like the first three always get them, and I usually
get it right, but I don’t manage to finish among the first three.
(individual interview with student Gabriel, Sunflower School)

If teachers consistently prioritise certain student competencies (e.g.,
pace) over others (e.g., creativity), it may inadvertently contribute to
lower self-esteem among students who excel in areas that are less
frequently valued in the classroom. This impact may not always be
immediately evident, as students often view competitions positively and
find them engaging.

4.2. Supporting student engagement

Teachers supported student engagement primarily through using
diverse teaching methods and by transferring the responsibility for
learning to the students. Teachers fostered engagement through diverse
methods and by shifting learning responsibility to students. Varied
materials and visual aids clarified concepts and boosted motivation,
often being integrated into didactic and movement games.

During the lesson, students complete three tasks. In the first task,
students walk around the classroom looking for 19 slips of paper.
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They stop at each slip with a question and use the atlas to find the
necessary information to answer it. The second task involves finding
countries that are projected on the data projector. The third task is
for quickly verifying related knowledge using Google Forms (work-
ing on a tablet or mobile phone).

(fieldnotes from geography teaching, Sunflower School)

Students considered their teachers’ lessons to be varied, appreciating
the different engaging activities (games such as quizzes, or laboratory
activities), working with diverse materials and aids (tablets, worksheets,
cards, videos), alternating between various organisational forms (indi-
vidual, pair, group work), as well as the opportunity to choose within
these activities and between different ways of working.

Jonas: And in geography, the teacher sometimes brings us these
tablets, and we do some exercises from Google Classroom and stuff
like that.

Researcher: Hm. Which of those do you like?

Jonas: Well, I really enjoy the tablets in geography because they’re
fun, but I also like the cards in maths; I think those are good too.
(individual interview with student Jonas, Sunflower School)

Teachers also strive to transfer the responsibility for learning to the
students themselves, employing a variety of strategies to achieve this.
Peer learning is frequently used in this regard, which teachers find
effective: “I like that with the girls, it works that one of them gets smart
and knows it, and then she pulls the group along with her, so she passes
on what she has learned, which is great” (post-lesson interview with
maths teacher, Tulip School).

Students also view peer learning positively, as described by student
Felix: “Our peer explains it to us in our own language, basically, in our
own style” (focus group with students, Tulip School). It is particularly
effective for them when they can choose their friends for pairs or groups.
Students who feel weaker in a subject emphasise the potential of pairing
and grouping for active support from peers and an increased sense of
confidence.

Researcher: When do you prefer to work in pairs or groups, and why?

Tobias: Well, in Czech, for example, because I'm not very good at it,
just don’t get it. (...) And I'd rather consult with someone, where I
can learn a bit in the process.

(individual interview with student Tobias, Tulip school)

However, there are also student reactions indicating a certain over-
saturation with peer learning or their undue burden in the role of ad-
visors for struggling students. This typically involves quieter and
introverted students or those who are high-performing and fast learners.

Researcher: What happens in class when you’re faster? How do you
experience it and how do you and teachers handle it?

Tana: Usually, there’s a group of kids who ask me how to solve the
problems.

Researcher: Is it okay for you to help them?

Tana: Sometimes it’s quite annoying because I'm the type who would
rather move on and do something else.
(individual interview with student Tana, Tulip School)

High-achieving students are often used by teachers as peer experts to
help their classmates who need assistance. However, they may perceive
this as an overload at the expense of their own learning space. While
students who work at a faster pace may prefer high-performing peers
with similar performance levels during group work or pair activities,
students with lower performance levels often choose a peer-expert
whose role they perceive as supportive: “Lenka: Or, for example, we
often ask FrantiSek and Erik because they are really good at maths.
Katefina: They are the ones who explain it to you” (focus group with
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students, Tulip School).

Cognitively weaker students may become overly reliant on peer tu-
tors, risking “learned helplessness.” However, peer collaboration can
ease academic stress and provide support. Therefore, establishing peer
learning in a way that balances autonomy and responsibility can be
challenging for teachers.

4.3. Creating a safe classroom environment

Teachers took students’ social and emotional needs into account
while also ensuring adherence to behavioural rules. This often resulted
in the creation of a positive, safe, and supportive atmosphere where all
students can learn in a predictable environment and without fear and
where they were encouraged to take risks and make mistakes, which
students appreciated. Teacher said: “You learn from mistakes, correct
them so you can see them. We only count phenomena like bé, p€, vé, me”
(fieldnotes from Czech language teaching, Tulip School).

Researcher: What do you do to ensure that the kids feel good during
the lesson?

Teacher: Well, I admit that I make mistakes too, and they can make
mistakes. What’s most important is that they need to know that I like
them, and that getting a bad grade doesn’t mean I don’t like them.
The goal is to make progress.

(individual interview with Czech language teacher, Sunflower School)

Students liked that their teachers openly share their own mistakes
during lessons, thereby modelling acceptance of errors. Students were
aware of the respect teachers show towards their mistakes and appre-
ciate their non-judgemental approach. The fact that teachers allowed
students to make mistakes contributed to their increased sense of
security.

Karolina: For example, if we don’t raise our hands, sometimes [the
teacher] doesn’t call on us if they see that we don’t know the answer.
And if we answer incorrectly, they tell us it’s okay. Then they might
call on someone else. They don’t criticise us for not knowing
something.

(individual interview with student Karolina, Sunflower School)

Teachers also regularly used humour and created a friendly atmo-
sphere by using diminutives of students’ names, nicknames, and col-
lective endearing terms like “little bandits” or “little bugs” to foster a
pleasant learning environment.

The teacher is able to laugh at herself: “Amalie got lost.” Or, when
correcting [student] Sebastian on exercise 12: “Amalie taught it
incorrectly for twenty-five years. We dealt with it all of last week.”

(fieldnotes from Czech language teaching, Sunflower School)

However, humour can have an ambivalent impact on students, even
though teachers use it with good intentions. Some students may perceive
their teachers’ humorous remarks as overly sarcastic.

Ester: Well, in geography, with our class teacher, it seems to me like
he has to make a joke out of everything (...) He thinks it’s totally fine,
that it’s just fun, but sometimes we don’t feel that way. Sometimes it
feels too much.

Researcher: Do you feel the same way as Ester, or is it different for
you?

Diana: (shakes her head) Not really.
(focus group with students, Sunflower School)

The ambivalent power of humour lies in its subjective nature; what is
perceived as funny by one student may be seen as hurtful or alienating
by another. Additionally, the context in which humour is used can in-
fluence its reception. For example, students who are already feeling
insecure or excluded may interpret humour in a more negative light,
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viewing it as a form of criticism or distancing.

Krystof: Well, sometimes [ make a nice comment in class, like when
the teacher says something, and I respond to it. But then he looks at
me as if I just wiped out their entire family, so I immediately back off.

(individual interview with student Krystof, Sunflower School)

Thus, humour, despite its potential to foster connection and ease
tension, can also create misunderstandings or distance when it is not
well understood or appropriately employed, particularly when sarcasm
is involved.

Teachers strive to be kind while also being consistent in enforcing
established rules and their approach to students. They combine kindness
and receptiveness with setting expectations and maintaining firmness,
often referred to as “tough love.”

Due to the increased noise level in the classroom from the predom-
inant group work, the teacher had to address it several times.
Initially, the teacher explained: “When I want to share something
with you and you’re talking, it makes my job much harder.” In the
next phase of the noise, the teacher threatened to change the seating
arrangement: “I will have to change the seating arrangement. If you
want to sit where you choose, the only way to make that work is to be
efficient and work.

(fieldnotes from maths teaching, Tulip School)

Students like their teachers and appreciate the way they create a
sense of safety. Despite the strategies used to foster this safe learning
environment, not all students may have an ideal relationship with their
teachers, and they do not always adhere to the established rules. If the
teacher fails to skilfully balance between demands and support for stu-
dents, the students may take advantage of it and exploit the teacher’s
kindness.

4.4. Determining and facilitating learning progress

The teachers wanted to know the students’ current levels of perfor-
mance, and based on this information, they facilitated their learning
through feedback. They conducted diagnostics in various contexts (e.g.,
through textbook work, teaching games, or group work) and at different
phases of the lesson, typically during activities or at the beginning and
end of the class.

At the end of the lesson, the teacher assesses the students’ progress in
the curriculum covered: “Is there anyone who did worse than last
week?” No one raises their hand. “Who did the same as last week?”
Three students raise their hands—the teacher engages with them for
a moment, asking why they didn’t progress more. Finally, the teacher
asks: “Who made significant progress?” A few people raise their
hands—the teacher praises them.

(fieldnotes from maths teaching, Sunflower School)

During individual or group work, the teachers typically walked
around the classroom and monitored the progress of each student.

The teacher circulates around the classroom, checking students’
work, clarifying instructions, and guiding them on how to use ma-
terials. As she moves around, she asks questions like: “How about
you?” “How are you doing it?” “How have you divided the work?”

(fieldnotes from science teaching, Tulip School)

Teachers’ questioning often transitioned into scaffolding, where the
teacher provided various cognitive cues to help correct the students’
approach. Through feedback, the teacher offered information to support
learning and improve student progress.

Katerina asks the teacher for help with identifying an attributive
adjective. The teacher tells her what information she needs to find in
order to determine it on her own. Katerina thinks about it, pulls out
her portfolio, and searches for help there.
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(fieldnotes from Czech language teaching, Tulip School)

In sum, teachers provided support to students in various ways, such
as by asking questions, offering advice, giving instructions, visualising
solutions, encouraging reflection, and providing explanations. Students
valued both the fact that teachers continuously monitored their work
and were available to them, as well as the teachers’ willingness to guide
them, and provide individualised feedback in specific areas.

Jana: Well, for example, in Czech, maths, or geography, when I raise
my hand and say I don’t understand something, they come over and
explain everything to me. Or they come over to check if [ understand
everything, and if I say no, they help me. If I say yes, they just leave
(...) I like it this way.

(individual interview with student Jana, Sunflower School)

Although most students appreciate individualised feedback from
teachers and recognise its potential for their further learning, not all of
them are satisfied with the way teachers deliver it.

Researcher: Do you get any specific feedback, like what you could
improve, what you could do differently, or what might help you?

Antonin: There is feedback, but it’s more about what we’ve already
discussed. (...) Well, I don’t think it’s that great when, in front of the
whole class, you say something like, “Lukas doesn’t know Czech
because he doesn’t know irregular words, so go practice them.” It
doesn’t work very well in that group setting.

(individual interview with student Antonin, Tulip School)

In the provided quote, the student Antonin expresses his dissatis-
faction with feedback given by teachers in front of the whole class. Even
when later asked about feedback delivered individually, he takes a
rather reserved stance. This reaction may indicate that some students do
not necessarily recognise the benefits of teachers’ feedback for their
further progress, making it challenging for teachers to adapt their
feedback in a way that students can appreciate its value.

Another challenge in assessing student learning and providing
feedback is self-assessment, such as at the end of a lesson when students
evaluate their performance or respond to targeted self-assessment
questions. Teachers see self-assessment as valuable but recognise its
limitations. For example, students may intentionally underestimate
themselves to select an easier level in a differentiated task.

For them, it’s really easy to rate themselves poorly, which is inter-
esting because one would expect them to want to rate themselves as
highly as possible. And this self-assessment, it’s just ... it’s not quite
right.

(post-lesson interview with maths teacher, Sunflower School)

Teachers reflect that students may have difficulties with self-
assessment, such as being non-specific in their self-evaluation or
providing assessments that are not accurate. This is also echoed by the
students themselves.

Researcher: Do you ever say how you feel about how you’re doing?
What is it like for you?

Diana: Well, sometimes it’s difficult for me.
Karolina: It depends.

Ester: You have to learn how to do it, and then you could probably
manage it.

Researcher: And do you think you can do it?

Ester: No. I don’t know, I just don’t know how to do it yet.
(focus group with students, Sunflower School)

The findings highlight the importance of linking diagnostic activities
by teachers with providing individualised feedback to students. How-
ever, an important component of these processes is students’ ability to
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self-assess, which is a skill in which students may feel uncertain.

4.5. Collaboration with teaching assistant

Teachers collaborate with assistants both in organising the teaching
process and in interaction with students. The teacher may give the as-
sistant direct instructions specifying what to do during the lesson, such
as collecting assignments, distributing flashcards for practicing the
material, being available to students, or monitoring the class. Alterna-
tively, the teacher may allow the assistant to act autonomously. The
assistant might then, for example, advise students during independent
work or intervene in cases of misbehaviour: “The teacher sends the as-
sistant to prompt the students to bring their notebooks and pencils for
writing” (fieldnotes from science teaching, Tulip School).

Mikulas: The assistant helps us, especially me and my friend. She
helps us a lot because when we sometimes get stuck, usually in
maths, she explains things to us.

Agata: Well, the assistant (...) she helps us a lot when we need it.
(focus group with students, Tulip School)

From the teachers’ perspective, the collaboration with the assistant
works well. Teachers perceive that assistants provide effective support
to all students, but they also pay increased attention to the collaboration
with two to three specific students in the class. Teachers also reflect on
deeper, more partnership-based forms of collaboration, such as the as-
sistant anticipating where the teacher might need help or assisting in
arranging the seating plan.

We discussed the seating plan during the class meeting, making some
changes. In computer science, the students worked on proposals for
the seating arrangement, and we reviewed those proposals with the
assistant.

(post-lesson interview with geography teacher, Sunflower School)

Despite the generally positive collaboration between the assistant
and the students, students expressed some reservations. It appears that
students prefer support from the teacher over the assistant when avail-
able, for example, because the teacher is able to explain the subject
matter better.

Rebeka: She [the assistant] usually helps, but sometimes during tests,
when she helps me, I end up getting it wrong.

Student Ivan: I asked for help and she gave me the wrong advice. It’s
happened twice now.

Valerie: I like our teaching assistant, but sometimes it’s like I ask her
something, and then she starts talking about something completely
different.

(focus group with students, Tulip School)

Some students also report having a less favourable relationship with
the assistant or disliking their behaviour in certain situations (e.g., not
respecting when students do not want help; behaving too childishly,
etc.).

Sebastian: And when the teaching assistant is here, it’s because he
even kind of threatens us, like, for example, I don’t know, if you’'re
talking or something.

Gabriel: He says he’ll write to our parents.

Sebastian: Yeah. Like, “I’ll write to your parents”, or, “If you’re going
to say this, then go tell the deputy headteacher,” and things like that.
(focus group with students, Sunflower School)

Some students point out that the teaching assistant sometimes lacks
adequate strategies for addressing classroom management issues (e.g.,
resorting to threats) and, due to insufficient authority, relies on refer-
ences to parents or the deputy headteacher.
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In sum, it appears that the presence of a teaching assistant in the
classroom is a crucial support for the teacher in addressing various in-
dividual student needs. In addition to helping teachers with more
organisational aspects, a significant part of the assistants’ role involves
providing individual feedback to students. However, the effectiveness of
this support can be limited by students’ reluctance to accept help from
assistants or by a lack of respect for their authority.

5. Discussion and conclusions

A key objective of this study was to explore what practices lower-
secondary school teachers use to include all learners and how all
learners perceive these practices in highly inclusive schools in the Czech
Republic. This project is unique in many ways and provided new insights
about the nexus between teaching practices and student experiences.

In this study, we undertook long-term observations and interviewed
teachers and students to identify inclusive core practices. The study is
also unique considering that we interviewed each student on multiple
occasions and thus the views shared in this study are a true represen-
tation of all students. In-depth observations, interviews and data
collection over a lengthy time period have provided rich data about
what teachers do and how students perceive and experience inclusion in
highly inclusive classrooms.

An important contribution of this research lies in introducing a new
framework (Fig. 5) informed by five inclusive core practices that
encompass strategies which are crucial for addressing the learning needs
of all students in heterogeneous classrooms. In a nutshell, if a teacher
was keen to know what they need to do to make their classrooms in-
clusive in terms of teaching strategies, they will find the figure helpful in
making the decision. They need to: be able to differentiate instruction
based on the different performance levels and pace (Core Practice 1); be
competent in enhancing engagement using a variety of methods to
engage each student (Core Practice 2); make sure that all students have a
strong sense of safety in their classrooms and respect each other and
follow school rules (Core Practice 3); have a system in place to deter-
mine academic progress of each student and provide appropriate feed-
back (Core Practice 4); and lastly, be competent to collaborate
effectively with teacher assistants to ensure that all students benefit
from this partnership (Core Practice 5).

Our findings support the framework proposed by Finkelstein et al.
(2019), which involves five categories of inclusive practices based on a
systematic literature review. We confirm that highly inclusive teachers
indeed use similar practices to those that Finkelstein et al. (2019) have
found. However, unlike Finkelstein’s et al. model, we highlight more
differentiation and engagement practices to address student diversity in
the classroom which are widely recognised within inclusive pedagogical
models with the potential to transform educational systems
(Griful-Freixenet et al., 2020). High level of differentiation and
engagement closely align with Differentiated Instruction (DI) and Uni-
versal Design for Learning (UDL), also frequently propagated by various
researchers to make classrooms more inclusive of all learners (Rao et al.,
2014; Tomlinson, 2022). While DI emphasises differentiation by
considering the various educational needs of students, UDL regards
providing multiple means of engagement as one of the major principles
of inclusion.

There are a few other key findings that are worthy of discussion. In
this research, students were generally satisfied with the way their
teachers implement inclusive practices. However, since we assess the
quality of implementation by the extent to which these practices meet
the needs of all students, we believe it is important to discuss the po-
tential challenges of implementation as identified by some students.

We noticed that while most students appreciated the differentiation
of instruction based on ability, there were some concerns. For example,
the students with advanced skills indicated a need for teachers to use
more challenging and meaningful tasks that were aligned better with
their capabilities. This finding aligns with Subban et al.’s (2022)
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Teachers adjust instruction

and tasks to students’

/

CORE PRACTICE 1

Teachers provide varied,
engaging instruction
and foster student
responsibility.
CORE PRACTICE 1

Teachers assess
student progress
and provide feedback.

CORE PRACTICE 4
\

pace and ability.

CORE PRACTICE 3
\ Teachers foster
a supportive atmosphere
while enforcing
behavioral rules.
CORE PRACTICE 5

AN

Teachers rely on
assistants for organization
and student support.

Fig. 5. Teachers’ inclusive core practices.

systematic review, in which diverse students identified a challenging
curriculum as one of the key aspects of inclusive teaching practices. A
number of researchers (Ziernwald et al, 2022) in the past have
emphasised the need to use differentiated teaching in inclusive class-
rooms to support high-achieving students proactively and regularly as
teachers may tend to differentiate mainly for underachieving students
(Civitillo et al., 2016). Thus, teachers should be more attentive to the
needs of high-achieving students and individualise tasks for them when
necessary. High-achieving students often require cognitively chal-
lenging tasks rather than simply returning to the skipped exercises in the
textbook.

There was one other aspect of differentiated activities that some
students found difficult. They were expected to choose their learning
paths through self-assessment activities. Some students indicated that
their teachers should be more supportive in helping students accurately
evaluate their own skills in order to identify appropriate tasks to work
on. Although some students may struggle with self-assessment skills,
overall, students appreciated tiered assignments based on their self-
assessment. This suggests that self-assessment should be encouraged
for all students and teachers should provide all the necessary support to
those students who are not competent enough to conduct a self-
assessment (cf. Brown & Harris, 2014). The teacher should individu-
ally and repeatedly explain how to apply the self-assessment criteria and
guide the student in reflecting on their performance through guided
questions.

Teachers’ ability to engage every student in the classroom to foster
learning is crucial for effective inclusive practices (Jordan et al., 2009).
While students found that diverse, activating gamified and
technology-enhanced teaching methods successfully support their
engagement (Bond & Bedenlier, 2019; Dukuzumuremyi & Siklander,
2018; Zainuddin et al., 2020), the use of peer-learning had mixed
findings. In general students liked peer tutoring methods used by their
teachers. Some students, who were advanced in their abilities and skills,
did not appreciate the role of being peer tutors. The past research in this
regard is clear that both tutees and tutors can gain, if the organisation is
appropriate (Topping, 2005). Over-reliance on peer methods could
sometimes be counterproductive. We recommend that if teachers decide
to use peer tutoring methods, they frequently seek student feedback. If
necessary, they should modify the method, the tasks and or students that
they are paired with to enhance the effectiveness of the peer tutoring
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strategy.

One key inclusive practice that teachers frequently employed and
which was also highly appreciated by their students was the teachers’
ability to create a safe learning environment by using multiple means.
The mistakes made by students were seen as learning opportunities. Past
research shows that highly inclusive teachers know how to form strong
relations with their students, and that social relations and participation
are crucial for inclusion (Van Mieghem et al., 2020). Negative in-
teractions with teachers, meanwhile, create a barrier to the inclusion of
diverse learners (Subban et al., 2022). The teachers used humour and
made frequent jokes which created an environment where strong re-
lationships between teacher and students thrive. However, some degree
of caution needs to be taken when using humour in the classroom.
Sometimes, humour can have a negative impact and can be seen as
sarcastic by some students. Attempts need to be made to ensure that any
such humorous comments do not stigmatise any learner or their families.
The teachers should verify whether the humour they used was correctly
understood by the students and should also be reflective, adjusting their
approach to humour based on observing the students’ reactions.

Individual teachers do not just create inclusive classrooms on their
own. They need to collaborate and work alongside with other key
stakeholders. This study provided a unique insight from students’ per-
spectives about what they would like to see regarding teachers and
teacher assistants’ collaboration. It is important to highlight that while
in the past, researchers have looked at the role of teachers and teaching
assistants in supporting learners with additional needs from their per-
spectives (Giangreco, 2021; Sharma & Salend, 2016), there is hardly any
research about this aspect from students’ perspectives. A clear message
from student participants was that they would like to see their teachers
be primarily responsible for the learning of all students. They do not like
to rely on teacher assistants to learn the content. Similarly, Subban et al.
(2022) identified that students see inadequate paraprofessional support
as a significant barrier to inclusive education. This finding further re-
inforces the point that classroom teachers need to take primary re-
sponsibility for the learning of all students (Giangreco, 2021). This study
also highlighted the need for teachers to carefully monitor the assistance
provided by teacher assistants. Teachers should be proactive and pri-
marily responsible for gradually reducing the support provided by
teaching assistants to individual students.
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5.1. Implications

Building upon the work done by other researchers (e.g., Finkelstein
et al., 2019; Sharma & Sokal, 2016; Stanovich & Jordan, 1998) and
integrating findings from our research, we designed a new framework
that could be of practical value to school educators, researchers and
policy makers. If we want schools to become highly inclusive, teachers
need to implement the five inclusive core practices shown in Fig. 5. The
specific strategies that teachers may employ, which could align with
high level core practices, could differ from one context to another, but it
is very likely that when teachers use such practices all students will feel
included and that their needs are addressed. We believe that the pre-
sented model appears to be more practical for practitioners and re-
searchers compared to previous approaches to inclusive practices, which
often presented long lists of practices that could be challenging to
manage. Therefore, teachers may find our framework of inclusive
practices more attainable. At the same time, pre-service teachers can be
more effectively guided on how to implement inclusion in heteroge-
neous classrooms during their practicums. Moreover, teachers should be
aware of the challenges identified by students in our study and take
them into consideration when implementing inclusive practices. Even in
most inclusive classrooms, practices employed by highly inclusive
teachers are not always inclusive for everyone.

5.2. Limitations and future research

We recognise that building inclusive communities is crucial to the
success of inclusion (Ainscow et al., 2006; Goransson & Nilholm, 2014)
and many stakeholders play an important role in creating an inclusive
classroom/school community. We were only able to observe and report
on collaboration between teacher assistants and teachers. Future
research should also emphasise the collaboration between teachers,
paraprofessionals and parents, and how broader communities influence
teachers’ inclusive practices.

Although the nature of ethnographic research does not allow for
wider generalisability of the findings, there is a need for extending the
potentialities of single ethnographic studies to multi-scale ethnogra-
phies by adding capabilities for generalisation and contextualisation
(Eisenhart, 2017). We recommend more research be conducted to
further enhance the generalisability of the findings across wider
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contexts. Future research could further examine whether the core in-
clusive practices identified in this study are also used by highly inclusive
teachers in other contexts in a variety of schools in terms of levels of
education, types of schools, classroom compositions, or other subjects.
Finally, future research should more consistently investigate the
overlap between general effective teaching strategies and inclusive
practices. While some authors (Jordan et al., 2009; McGhie-Richmond,
2007) argue that general effective teaching skills are also effective for
addressing the needs of all students, more systematic research on this
topic is needed (Stanovich & Jordan, 1998) to determine what differ-
entiates highly inclusive teachers from highly effective teachers.
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Pseudonym Gender Experiences Subject matter School
Teacher 1 Amalie female 19 years Czech language Sunflower
Teacher 2 Blanka female 25 years Mathematics Sunflower
Teacher 3 Konrad male 23 years Geography Sunflower
Teacher 4 Elena female 6 years Czech language Tulip
Teacher 5 Ferdinand male 19 years Mathematics Tulip
Teacher 6 Gabriela female 23 years Science Tulip
Assistant 1 Damian male 2 years - Sunflower
Assistant 2 Judita female 35 years - Tulip
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Sunflower School Students Characteristics
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Pseudonym  Gender  Ethnicity = Low Special educational needs
SES
Student 1 Viktor male Czech no None
Student 2 Adéla female Czech no None
Student 3 Tomas male Czech yes level 2 support measures (without IEP), dysgraphia, dysorthography
Student 4 Diana female Ukraine no student with different mother tongue
Student 5 Sebastian male Czech no level 2 support measures (without IEP), slow pace and errors - reading, writing
Student 6 Rudolf male Czech yes None
Student 7 Ester female Czech yes level 2 support measures (without IEP), dyslexia, dysorthography, crossed laterality, impaired work capacity
Student 8 Helena female Ukraine yes student with refugee background, different mother tongue
Student 9 Oliver male Czech no level 3 support measures (IEP), dysorthography, dysgraphia, dyslexia, impaired work capacity
Student Lukas male Czech no None
10
Student Krystof male Czech yes level 2 support measures (without IEP), slow writing pace, graphomotor difficulties, grammatical and specific
11 errors, weakened reading skills
Student Jana female Czech no None
12
Student Kevin male Czech no None
13
Student Jonas male Czech no None
14
Student Jifi male Czech no level 1 support measures (without IEP), slightly slower reading pace, weakened language sensitivity
15
Student Karolina female Czech no None
16
Student Jakub male Czech no level 2 support measures (without IEP), dysorthography, dysgraphic difficulties, crossed laterality
17
Student Gabriel male Czech no level 2 support measures (without IEP), dysgraphia, dysorthography
18
Tulip School Students Characteristics
Pseudonym  Gender  Ethnicity = Low SES  Special educational needs
Student 1 Katefina female Czech no none
Student 2 Frantisek male Czech no level 2 support measures (without IEP), dysgraphia, dysorthography
Student 3 Lenka female Czech no None
Student 4 Erik male Czech no None
Student 5 Denis male Czech no None
Student 6 Marie female Czech no None
Student 7 Monika female Czech no None
Student 8 Antonin male Czech no level 2 support measures (without IEP), elements of the autism spectrum, parents do not want any special treatment
Student 9 Pavla female Czech no level 2 support measures (without IEP), parents do not want any special treatment
Student 10  Oldrich male Czech no None
Student 11 ~ Tobias male Czech no level 2 support measures (with IEP), dysgraphia, dyslexia
Student 12 Rebeka female Czech no level 2 support measures (with IEP), dysgraphia, dysorthography
Student 13 Samuel male Ukraine no student with refugee background, different mother tongue
Student 14  Richard male Czech no Diabetic
Student 15  Pavel male Czech no None
Student 16  Ivan male Czech no None
Student 17  Sandra female Czech yes level 2 support measures (without IEP), dyslexia
Student 18  Valerie female Czech no None
Student 19  Mikulds male Czech no None
Student 20  Boris male Czech yes None
Student21  Alan male Czech no None
Student22  Téna female Czech no None
Student 23  Agata female Czech no None
Student 24  Felix male Czech no level 3 support measures (with IEP), dysgraphia, dyslexia, dysorthography, crossed laterality, ADHD

Characteristics of Students at Sunflower School and Tulip School

Sunflower School Tulip School
Total number of enrolled students 519 823
Average number of students per class 25 24
Total number of students receiving support measures 99 301
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ABSTRACT ARTICLE HISTORY
This multi-sited ethnographic study explores how pre-service tea- Received 1 June 2022
chers (PSTs) address pupil diversity during their practicum at lower Accepted 19 June 2023
secondary schools and how this is facilitated by their participation KEYWORDS

in university courses. This investigation’s focus on diversity is Pupil diversity; pre-service
grounded in the concept of differentiated instruction. We found teacher education;

out that university teaching contributes to PSTs having a positive differentiated instruction;
approach towards pupil diversity and that in their practicum PSTs ethnography

succeed in taking the needs of certain groups of pupils into account

in the classroom. However, PSTs take the needs of pupils into

account unevenly and tend to homogenise their teaching on their

practicum, to which the university curriculum also contributes by

not being sufficiently experience-based and not providing

a systematic framework for addressing the needs of all pupils in

the classroom.

The topic of pupil diversity is an important part of teacher education, because for each
pupil to experience success at school and develop their full potential, it is necessary to
address their individual educational needs. It is a difficult task, because the needs of pupils
are very diverse, whether with regard to different learning preferences, academic
strengths, socio-cultural background or e.g. health condition (Tomlinson 2022). This
complex pupil diversity represents a significant professional challenge especially for pre-
service teachers (PSTs) (Cochran-Smith et al. 2016), who need considerable guidance in
order to learn how to recognise and address the individual needs of diverse learners
(Darling-Hammond et al. 2019). To fulfil this goal PSTs need practical teaching experience
in authentic contexts as well as quality university courses that develop foundational
understandings about differentiation (Dack 2019a; Sherman 2009). When researching
how differentiation is addressed in initial teacher education, PSTs’ voices should be
involved more often (Ruys et al. 2013), but triangulation of different data sources to
overcome the limits of self-reported surveys is also needed (Griful-Freixenet, Struyven,
and Vantieghem 2021). Thus, the goal of this ethnographic study is to explore how PSTs
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address pupil diversity during their practicum and how this is facilitated by their partici-
pation in university courses.

Conceptualisation of pupil diversity

Although according to statistics, pupil diversity in the Czech educational system has been
growing since the Velvet Revolution, there is no dominant characteristic of pupil diversity
in the Czech context resulting from the available measured indicators. Altogether, on
average in a classroom in a mainstream school about 10% of pupils have special educa-
tional needs and disabilities (SEND), socio-culturally disadvantaged backgrounds or par-
ents from other countries (Czech Statistical Office 2019). Pupil diversity, however, results
not only from different socio-cultural backgrounds, language skills or health conditions of
pupils, but also from other diverse individual educational needs based on academic
strengths, instructional pace, learning preferences, motivations etc. Therefore, we
approach pupil diversity through the concept of Differentiated Instruction (DI,
Tomlinson 2017), which represents a framework for understanding diversity by going
beyond narrow conceptualisations arising from socio-cultural categories, such as race,
ethnicity or gender (e.g. Banks and Banks 2019), or from SEND, such as autism or learning
disabilities (Swanson, Harris, and Graham 2013).

Pupil diversity at the lower secondary schools and university researched is not
addressed through DI, nor through any other specific unified approach; neither mentor
teachers nor teacher educators are trained in such an approach and consequently, PSTs
do not have any courses in their university preparation in which they learn specifically
about DI. However, we based our research on the DI concept, which we work with as
a ‘sensitising concept’, giving us a general sense of reference and guidance in approach-
ing empirical instances (Blumer 1954). The DI concept enables an analytical understand-
ing of the complexity of pupil diversity in the researched environments (see section ‘Data
Analysis’).

DI defines the principles of quality differentiation with regard to the individual specifics
of each pupil in a diverse class and at the same time reflects on how to take the frequently
appearing types of identified learning needs into account, defined e.g. through perfor-
mance level or disabilities (Tomlinson 2022). DI is an approach to teaching in which the
teacher proactively modifies the content (what pupils learn), process (how pupils learn)
and product of their teaching (how pupils demonstrate what they have learned) to
address the diverse needs of pupils, which are shaped by their readiness (entry point
relative to a particular understanding or skill), interest (curiosity, or passion for a particular
topic) and learning profile (formed through learning preferences, gender, culture etc.)
(Tomlinson 2017). The basic components of DI include teachers’ positive attitudes; an
environment that supports learning; the diagnosis of pupil progress through ongoing
assessment; usage of flexible grouping; and adapting teaching to the level of individual
pupils.

Previous research has shown that PSTs experience difficulties in implementing DI
(de Jager 2013), lack of confidence (Brevik, Gunnulfsen, and Renzulli 2018) and
internal struggles (Wan 2016). According to PSTs, it is difficult to implement DI, for
example, due to problems with classroom management, difficulties with fair assess-
ment of pupils (Wan 2016), learners’ socio-emotional responses or time required to
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plan differentiated lessons (Dack 2019b; Goodnough 2010). On the other hand,
PSTs' self-efficacy (Wertheim and Leyser 2002), usage of ongoing assessment, as
well as self-regulation and motivation are important predictors of successful DI
implementation (Griful-Freixenet, Struyven, and Vantieghem 2021). Moreover, tea-
cher education can change PSTs' beliefs in a positive way (Wan 2016) or can lead
to their acquiring knowledge of DI (Goodnough 2010). Nonetheless, positive beliefs
about DI may not in themselves be sufficient for PSTs to implement DI on their
practicum. Although PSTs perceive DI as important, they lack the strategies needed
to translate those beliefs into practice (Wertheim and Leyser 2002). However, if
teacher educators focus solely on differentiation’s practical tools without present-
ing the foundational understandings, PSTs can appropriate only surface features
(Dack 2019a; Sherman 2009) or ‘narrow’ understandings (Nepal, Walker, and Dillon-
Wallace 2021) of DI. Related to this, the fact that PSTs often leave preparation
programmes unable to apply DI effectively may be due to the lack of coherence in
how differentiation is addressed across different teacher education programme
components (Dack 2019a). To translate a university curriculum concerning differ-
entiation into PSTs' practice, teacher educators should model beliefs and practices
effectively (Dack 2018; Ruys et al. 2013).

Methodology

In this paper we asked the research questions: 1) How do PSTs reflect on and work
with pupil diversity during their practicum at lower secondary schools? and 2) How
is dealing with pupil diversity supported by PSTs’' participation in university
courses? Pupil diversity refers to the fact that each pupil has individual educational
needs, which are shaped by many influencing factors, such as learning preferences,
socio-cultural background or health condition of the pupil. Addressing individual
educational needs is thus the central subject of our analysis.

To answer the research questions, we used an ethnographic methodology, which is
characterised by studying what people do and say in everyday contexts, while com-
bining various techniques of data collection and putting emphasis on long-term
participant observation (Hammersley and Atkinson 2007). In exploring the ways in
which the management of pupil diversity among PSTs is facilitated during their
practicum by their participation in university courses, we were inspired by multi-
sited ethnography. Its main principle is a focus on ‘chains, paths, threads, conjunctions,
or juxtapositions of locations’ (Marcus 1995, 105), and its strategy is about connecting
sites that are fruitful from the perspective of the researched phenomenon, which is
produced in several locations. Moreover, the COVID-19 pandemic led us to respect
even more the imperative of multi-sited ethnography - following people in their
physical as well virtual environments, because the PSTs did some of their teaching
on their practicum online and at the university some of the seminars also took place
online. The partial shift of the undertaken research from the physical to the virtual
research field, where we collected about one third of our data, enabled us to observe
how the participants addressed the researched phenomenon in another environment
(Bagga-Gupta, Dahlberg, and Gynne 2019).
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Table 1. Pre-service teachers’ characteristics.

Grade
Pseudonym in which PSTs' practicum took
(gender/age) Field specialisation place School where PSTs' practicum took place
Karolina (F/24) EFL 7/8/9 Kastanova School
Helena (F/23)  EFL 8/9 Kastanova School
Klara (F/23) Civics 8/9 Kastanova School
Adam (M/24)  Civics 7/8 Kastanova School
Pavla (F/25) Civics 7/8 Javorova School and Kastanova School
Petr (M/25) EFL 8/9 Javorova School
Daniel (M/27) EFL 7/8 Dubova School
Natalie (F/23)  Civics 9/8 Dubova School

Participants and data collection

The main participants in the research were PSTs (n =8) enrolled as students in a two-year
master’s programme, the completion of which entitles them to become teachers. Data were
collected at three lower secondary schools located in a large city in Czechia where PSTs taught
and at the selected university where they completed their studies. Observations of the PSTs'’
teaching were conducted within the subjects English as a Foreign Language (EFL) and Civics
(Table 1) and collected via fieldnotes. PSTs' practicums last for three semesters, and each
semester they have to complete 120 hours, of which they teach for approximately 40 lessons.

The data collection took place at a university where PSTs were taking four general
educational courses (pseudonymised as Course 1, 2, 3 and 4) as part of their master’s
studies, in which the topic of pupil diversity is typically reflected on cross-sectionally.
Providing ‘content-infused’ courses is one of the ways in which the issue of pupil diversity
is incorporated into the curriculum of teacher education programmes (Gudjénsdéttir and
Oskarsdottir 2019). The courses are conducted in the form of interactive seminars with
groups of about 20 students. Students can pass the courses through active participation
in class and the completion of ongoing tasks, often linked to the practicum.

In order to comprehend the investigated phenomena fully, we collected various data
sources (Figure 1). All the data was collected in Czech. The data excerpts included in the
manuscript were translated into English and discussed by researchers for meaning con-
sistency and accuracy. During the interviews with the research participants, we asked
thematic questions (e.g. What comes to your mind when thinking of pupil diversity? or
How did you respond to the individual educational needs of the pupils in the classes?).

The data collection at the lower secondary schools and the university took place over
three semesters for a period of 10 months in total, during the academic years 2019/2020
and 2020/2021, with varying intensity depending on the individual situation of PSTs, and
the limitations related to anti-pandemic COVID-19 measures.

All participants in the research, including parents of pupils from the examined classes,
signed consent forms which were approved by the Research Ethics Committee. All data
has been anonymised using pseudonymes.

Data analysis

Data analysis in ethnography is not a distinct stage of the research process; subsequent
data collection is strategically guided by the findings emerging from ongoing data
analysis; and analysis needs to become gradually more focused. Data sources were
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DATA COLLECTED AT LOWER SECONDARY SCHOOLS

Data collected during the time when
the practicum took place in person

715/336 pages of fieldnotes of firstly, Data collected during the time when
80/40 lessons taught by PSTs by the practicum took place virtually
themselves or in tandem with their 72/34 video- 55/15 audio-
mentors; secondly, post-lesson recordings recordings
interviews; and thirdly, PSTs’ other of lessons taught of post-lesson
activities at school during their by PSTs by interviews 6 semi-
practicum (e.g., recounted ‘corridor themselves or in between PSTs 69/37 lesson structured
conversations’ by PSTs with their tandem with and their plans used in the interviews with
mentors). their mentors mentors lessons by PSTs the mentors
t t t t t
1 1 1 1 1
Fieldnotes Video- Audio- Lesson Semi-structured Assignments
(pages; one page equals 250 words) recordings recordings preparations interviews within courses
TOTAL: 1281 TOTAL: 123 TOTAL: 70 TOTAL: 106 TOTAL: 22 TOTAL: 55
1 1 1 1
¥ 1 ¥ \
175/55 pages of fieldnotes collected in 13/4 video- 8/8 semi- 24/31
32/12 lessons of four general recordings structured assignments
educational courses taught at the of general interviews with within general
faculty educational the PSTs educational
courses taught undertaken at courses (e.g.
at the faculty the beginning reflective diaries)
and the end of
the practicum

DATA COLLECTED AT UNIVERSITY

Figure 1. General overview of collected data.

analysed in line with the ‘grounded theorising’ principles (Hammersley and Atkinson
2007), specifically via close reading, coding, categorising and memoing. This systematic
approach to analysis was useful for comprehending large and diverse data sets and thus
ethnographic analysis is often inspired by grounded theory (Charmaz and Mitchell 2007).
For more information on data analysis, see Figure 2.

We enhanced the validity of the data by explicating the unique meanings and
perspectives constructed by individuals acting and thinking in a particular context
as well as by prolonged engagement of researchers in the field (Cho and Trent
2006). More specifically, we followed several analytical strategies to enhance the
validity of our findings. Firstly, the coding was accompanied by researcher syn-
chronisation so that the data snippets could be coded as unanimously as possible.
This was ensured by: 1) formulation of clear definitions of all codes after they had
been inductively created; 2) joint meetings, where researchers compared the
degree of agreement in the application of codes on different data sources and
came to a mutual understanding. Secondly, by respecting the idea that coding is
a recurrent process, researchers repeatedly read and coded the data in several
analytical phases to ensure the groundedness of the findings. Thirdly, we used
triangulation, i. e. developing analysis and interpretation by contrasting different
data sources (see Figure 1) from various environments (lower secondary schools
and university environments as well as physical and virtual environments) as well
as by using different data collection techniques. While triangulation of data sources
is based on the comparison of data relating to the same phenomenon but deriving
from different participants or phases of the fieldwork, triangulation of different
methods is based on comparing data produced by different data collection tech-
niques (Hammersley and Atkinson 2007). Triangulation was facilitated by the Atlas.
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The first segment of data was first analysed by researchers using general 33 codes
(saturated by 8207 quotations) such as 'PSTs_talking_about_diversity' (phase 1),
which they then divided into thematically specific sub-codes, such as
'PSTs_talking_about_diversity/Strategies' (phase 2). A total of 260 sub-codes were

FIRST PART OF ANALYSIS
Analysis of the first data segment

1+ phase: coding with general codes created. By eliminating quotes that did not saturate the individual sub-codes, the
2" phase: coding with specific sub-codes original number of coded quotes was reduced from 8207 to 3768. Subsequently,
3rd phase: y of preliminary finding; the researchers analysed the relationships between the individual sub-codes, which

resulted in the grouping of sub-codes into thematically coherent categories (e.g.
'Grouping'). The sub-codes whose excerpts did not saturate the resulting
overarching categories were excluded from further analysis (end of phase 2). From
the remaining 68 sub-codes containing 1613 excerpts, the researchers finally
summarised the preliminary findings, e.g. 'PSTs have a well-thought-out system of
differentiation strategies, especially for ‘conspicuous’ pupils' (phase 3).

Based on the preliminary findings from the analysis of the first data segment, the
researchers modified the specific sub-codes to analyse the second data segment
(phase 4). A total of 47 modified sub-codes saturated by 1441 data quotes were
created. Subsequently, the researchers summarised the preliminary findings
4th phase: coding with modified specific sub-codes resulting from the analysis of the content of the modified specific sub-codes, e.g.
5t phase: summary of preliminary findings 'PSTs take the needs of ‘high-performing’ pupils into account through homogeneous
grouping' (phase 5).

SECOND PART OF ANALYSIS
Analysis of the second data segment

The conical background color expresses

the gradual focus in the data analysis.

Finally, based on the analysis of the relationships between the preliminary findings,
which resulted from the analysis of both data segments (i.e. from phases 3 and 5),
the researchers formulated the final findings (phase 6). The final findings, e.g. 'PSTs

THIRD PART OF ANALYSIS
Analysis of the relationships between the

results of the analysis of the first and second
= f ysisiopithei = reflect on and take the individual educational needs of pupils into account

dataseaments unevenly', are based on 115 sub-codes saturated by 3054 quotations.

6th phase: formulation of final findings

Figure 2. Phases of data analysis.

ti program where different data sources were coded simultaneously and thus
contrasted constantly, with the exception of videorecordings, which were analysed
selectively if other coded data sources were not sufficiently detailed. Finally, the
findings are based on a cross-case analysis of all participants and are grounded in
richly saturated codes and categories.

Throughout the analysis, we respected the strongly inductive nature of ethnography,
while we also used the theory of DI as a ‘sensitising concept’ (Bowen 2006). We balanced
between two analytical positions, where important categories of DI served as background
ideas which informed our inductively driven data collection and analysis. This means that
although our analysis was shaped by the concept of DI, it was not translated into a pre-
conceived coding scheme. We explicitly dealt with the DI categories in findings and their
interpretation.

An important part of our research process was researchers’ reflexivity focused on
our different positionalities. Therefore, we reflected on the impact of our presence on
the field relations as well as the analytical process in the fieldnotes during data
collection and analysis (Lichterman 2017). For example, the researchers sought to
put their expertise to one side in interactions with research participants in data
collection and then reflected in the data analysis on how their expertise as perceived
by participants could influence them in the way they interpret the data. As a result,
reflection on researchers’ positionalities enhanced the quality of the collected data and
guided us when interpreting the data.
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Findings

We present the outcomes of the analysis in the following two sections in line with our
research questions. lllustrative data excerpts are listed directly in the text, but also in
Appendix A.

How pre-service teachers addressed pupil diversity during their practicum

Our findings demonstrate that PSTs took the needs of pupils into account unevenly. While
they successfully took the individual educational needs of ‘conspicuous’ pupils into
account, they failed to address the needs of ‘other’ pupils, who, however, made up the
majority in the class.

The dominant patterns in our data show that PSTs managed to thoughtfully take the
individual educational needs of the ‘conspicuous’ pupils into account. These were typi-
cally pupils with SEND but also pupils without formalised support measures who were
conspicuous in terms of their degree of disruption, pace, motivation etc. This was not
a group of pupils with the same type of needs, but nonetheless we classified pupils in this
analytical category if their needs were urgent.

When differentiating for ‘conspicuous’ pupils, most PSTs typically used a well-thought-
out set of strategies, similarly to those proposed by DI, which they sometimes applied
within one-on-one instruction, but especially within a whole class work. This finding can
be illustrated in situations where PST Daniel took the educational needs of Eda, a pupil
with Asperger’s Syndrome, into account. For example, Daniel described a situation where
he helped Eda recall the meaning of a word in English because Eda has trouble remem-
bering words.

PST Daniel: | would sit with Eda once in a while, and we would tackle some of the
vocabulary. (...) It might have been jingle bells. And | would try to lead him towards it,
saying, it is golden, and it can clink (...) ‘Well, this is the word in Czech’ and ‘Do you know
the English expression?’ (...) And he would squeal with pleasure when he remembered it
and looked very happy that he was able to decipher it. (Semi-structured interview with
Daniel)

PST Daniel demonstrated one of the strategies he used to help Eda recall vocabulary in
English. Daniel differentiated for Eda’s individual needs at the level of the teaching
process and in response to his learning profile in other situations too, e.g. by recognising
the social need to let Eda work repeatedly in a group with the same people during group
work (fieldnotes from Daniel’s teaching) or by working sensitively with situations where
Eda could be called on and there was a risk he would not know the correct answer (post-
lesson interview with Daniel).

Similarly, the following excerpt demonstrates how PST Pavla considered strategies for
taking the individual educational needs of a ‘conspicuous’ pupil into account.

PST Pavla: The teacher told me that the young lady actually had ADHD (...) How | worked
with her, it really worked for me to give her that attention, to call on her and (...) you can
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see a lot from her that she has low self-esteem, so when | praised her a lot, she was very
calm, eh, tactical ignoring also worked on her. (Semi-structured interview with Pavla)

The quote from the interview reveals how Pavla reflected on various successful
strategies for supporting her pupil Zora. Although Pavla was aware of Zora's challenging
behaviour (e.g. emotional volatility, rage, vulgarity), she expressed strong empathy for
Zora despite a number of teachers having already given up on her. She considered her
first experience with an ADHD pupil an excellent opportunity to gain experience in this
area (Pavla’s reflective journal).

The needs of ‘other’ pupils in the classroom did not manifest themselves as
significantly as in the case of ‘conspicuous’ pupils and the PSTs almost never took
them into account. From the PSTs’ perspective, these pupils did not figure as indivi-
duals with unique educational needs, but rather as a group of average pupils to whom
it was possible to teach the syllabus homogeneously. PSTs' differentiation for the
needs of these pupils took place exclusively within the whole class work, and these
procedures were unplanned: PSTs responded to a situation in teaching, without
previously reflecting on the specifics of the pupil. This reactive way of differentiation,
referred to within the DI framework as ‘micro-differentiation’ (Tomlinson 2017), can be
illustrated in an excerpt depicting PST Adam’s discussion with pupils in an online civics
class. Pupil Slavek inserted a funny inscription into the task performed in an online
application instead of his opinion.

The slide shows a picture of an apple, which is golden on the surface but rotten inside. Adam
asked the pupils to think about what this could symbolise. They submit their definitions
through the application. Slavek is leading in terms of ‘likes’, because he submitted an image
with the text: ‘Il know that | know nothing’. Adam comments that Slavek must have prepared
himself very well for online classes because he has a folder with funny pictures. (Fieldnotes
from Adam'’s teaching)

Adam responded with humour to Slavek’s activity and added an ironic comment that
Slavek was well prepared. However, Adam'’s response was essentially just a reactive
confirmation of Slavek’s needs for a funny performance in front of the class as well as
for a relaxed environment for learning based on his learning profile.

Another example of reactive differentiation was evidenced by a situation from a civic
education lesson, when PST Natalie was dealing with her pupil Leona’s reluctance to
participate in group work.

Leona sits alone, she is not involved in a group. Natalie asks her about her opinion on conflicts
and tells her to join someone in a group. Leona says that she does not like to be with others,
that she prefers to work alone. Natélie says that she understands, but that it is important to
overcome it, ‘you should try to overcome it, it will be useful to you in the future’. (Fieldnotes
from Natalie's teaching)

In this case, Natélie responded reactively to Leona’s need to work independently by
patiently explaining to her the benefits of group work for the development of her social
competences. The pattern of reactive differentiation for the ‘other’ pupils was occasionally
disrupted only by PSTs somewhat proactively addressing the needs of ‘high-performing’
pupils, who were advanced, faster or more active. This can be illustrated by a situation
with PST Petr. ‘Petr checks the pupils’ work, and if someone has finished, he assigns them
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exercise 3' (fieldnotes from Petr’s teaching). In a research interview, Petr reflected on this
differentiation strategy:

PST Petr: (...) thinking about the fact that some pupils would finish earlier, so what will
they do so that they don't start to get bored and disturb others in some way, | found it
very useful. (Semi-structured interview with Petr)

PST Karolina also considered the involvement of high-performing pupils: ‘(...) when it
is something more complicated, (...) | normally call on the better ones’ (semi-structured
interview with Karolina). These procedures typical of most PSTs, i.e. assigning another
exercise or a more demanding task to ‘high-performing’ pupils, were PSTs’ differentiation
strategies related to content and pupils’ readiness. In post-lesson interviews, PSTs some-
times reflected on the needs of ‘high-performing’ pupils, which indicates they planned
their actions to a certain degree. Nevertheless, the primary purpose of these reflections
was often to address the needs of the class as a whole rather than to devise a strategy to
take the needs of ‘high-performing’ pupils into account.

The presented excerpts show that PSTs differentiated unevenly in their teaching and
illustrate the differences in PSTs’ differentiation regarding ‘conspicuous’ pupils and pupils
forming the rest of the class. Figure 3 demonstrates that while the needs of a minority of
pupils in the class were taken into account the most, the needs of the majority of pupils
were taken into account the least.

LEVEL OF PSTs'

ATTENTION P
2 ’ LEVEL OF PSTs’
,/ DIFFERENTIATION
7/
Regular 4= = = = = = = = — e e e e — - — g
‘Conspicious’ |1
pupils’ 1
1
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’ 1
Occasional +———— === === = = = — — - 47 1
‘High- 1 1
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¢ 1
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Minimal 4 === - = — — - ¢ i |
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’ 1 I |
. i i | LEVEL OF PSTs’
PROACTIVENESS
Reactive Partially proactive  Proactive

Figure 3. The extent to which pre-service teachers address pupils diversity in their practicum. Note:
The findings presented in Figure 3 are based on 39 sub-codes saturated by a total of 1240 excerpts.
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We determined the extent to which PSTs differentiated for pupils on the basis of
the two criteria: 1) the degree of attention that PSTs paid to individual pupils, i.e.
the frequency of differentiating interactions, which was regular for ‘conspicuous’
pupils, occasional for ‘high-performing’ pupils, and minimal for ‘other’ pupils,
and 2) the extent of pro/re-activity, i.e. how thoughtful and planned the strategies
applied by PSTs were. PSTs’ differentiation for pupils’ educational needs was: a)
completely spontaneous (reactive), which was typical for PSTs’ interaction with the
vast majority of pupils in the classroom, b) to some extent pre-thought out (partly
proactive), concerning the interactions of PSTs with ‘high-performing’ pupils, or )
thought-out (proactive), which the PSTs performed in relation to ‘conspicuous’
pupils.

When PSTs proactively differentiated for ‘conspicuous’ pupils they typically focused on
their needs based on a learning profile. On the other hand, when they addressed the
needs of ‘high-performing’ pupils, it was typically partially proactive and based on their
readiness (cf. Tomlinson 2017).

How university teaching facilitated PSTs’ learning to address pupil diversity

We identified three dominant teaching strategies of all university teachers involved in this
research, through which they conveyed the topic of pupil diversity:

(1) modelling their approach to pupil diversity — e.g. the teacher, when explaining how
to conduct a diagnostic interview, emphasises acceptance of shy pupils and respect
for their responses (Fieldnotes from Course 4); the teacher made sure that for PSTs
in the back rows of the classroom, the font in the PowerPoint presentation was
large enough to read (Fieldnotes from Course 3);

(2) providing specific advice and lessons, often linked to a practical example from the
teacher’s experience, e.g. the teacher advised how to use an alpha pupil to
integrate a pupil with SEND (Fieldnotes from Course 4); the teacher advised that
pupils with attention deficit disorder needed to be calmed down, not kept busy
and overloaded (Fieldnotes from Course 3);

(3) providing general and/or theoretical advice and instruction — e.g. teacher educa-
tors expressed their rather negative views on the application of a social norm in
assessment, while they underlined the importance of formative assessment
(Fieldnotes from Course 1); the teacher recommended a respectful approach to
pupils to break the teacher-pupil barrier (Fieldnotes from Course 4).

Teacher educators typically modelled a positive relationship to pupil diversity, which is in
line with the DI concept where positive attitudes of teachers are considered to be
important for creating an invitational learning environment (Tomlinson 2017). We can
illustrate this with an example of a teaching situation in which the teacher emphasised
the importance of PSTs’ knowledge about the pupils in the classroom, which she pre-
sented positively, even emotionally.

In response to other examples, the teacher says, 'You have different pupils, but you must
show them and their parents that you have a heart for everybody’, stressing that a teacher’s
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task in each subject is to ‘work not only with the content but also who we have in a class’.
(Fieldnotes from Course 1)

The analysis also showed a positive approach towards pupil diversity modelled by
teacher educators shaped PSTs, as illustrated by Pavla’s statement about one of her
courses.

PST Pavla: We really must approach our pupils individually, with a certain tolerance, with
respect, yes. And this is what the course can inspire in us most of all, in my opinion (...)
that there should be some understanding towards the children from us as teachers. (Semi-
structured interview with Pavla)

Teachers thus contributed to the fact that PSTs considered pupil diversity to be
something natural, something that was ‘okay’, as evidenced, for example, by Daniel’s
statement: ‘I started to be aware that it [pupil diversity] exists (...) that diversity is not
something undesirable’ (Semi-structured interview with Daniel).

In addition, all the university teachers managed to address the topic of pupil
diversity with PSTs by indicating many ways and possible perspectives on the
different needs of pupils, even with examples from their own teaching experience.
In the university courses observed, teacher educators demonstrated a very wide
range of specific topics and advice related to working with pupil diversity. The
educators addressed e.g. working with pace; taking the different ‘starting points’
and performance of pupils into account; formative assessment; personalisation of
teaching; and involvement of pupils in group work. In line with the DI perspective
(Tomlinson 2017), teacher educators paid attention to all dimensions of pupil var-
iance (readiness, interest, learning profile) as well as to the importance of formative
assessment and flexible usage of different interaction patterns when being respon-
sive to pupil diversity.

On the other hand, in the data we did not find indications showing that general or
specific advice on working with pupil diversity significantly shaped PSTs. All the PSTs
usually found it difficult to recall general educational courses from the university curricu-
lum; they confused them and talked about them in general terms. According to them,
these courses have a rather theoretical character, as illustrated by the following quotes:

PST Natélie: | don’t remember much about what we did (...) | guess | don’t remember
anything specific. (Semi-structured interview with Natalie)

PST Adam: It seemed to me that it was more on a theoretical level, but in my practicum
| didn't really use it much. (Semi-structured interview with Adam)

Our data showed that no matter whether teacher educators’ advice or instructions
were theoretical or entirely specific, in the end they became ‘theory’ for PSTs. However,
when PSTs were able to connect the subject matter related to the topic of pupil diversity
discussed at the university to their own practical experience, they reflected more deeply
on it.
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PST Karolina: It's nice to learn about it theoretically from some of those lessons but (...)
What actually happens in your practicum and you actually experience it (...) yourself it
really influences you and a lot of it stays in your memory. | can then identify with it more in
those specific examples [from university courses]. You're not just hearing that someone
has experienced it, but you experience it yourself. Well, you can identify with it and think
more deeply about it. (Semi-structured interview with Karolina)

PSTs tended to integrate mainly information connected with their own practicum
experiences into their mental structures. The complexity of the curriculum provided by
teacher educators contributed to the information from seminars being inscribed into
PSTs' knowledge and practices to only a limited extent. It follows that due to a lack of
connection of university teaching with PSTs’ personal experiences and the absence of
a comprehensive systematic framework for addressing pupil diversity in higher education,
PSTs were not able to differentiate their teaching to address the needs of all pupils in the
classroom.

It turns out that once PSTs found themselves on their practicum, they were confronted
with a number of new situations and challenges, which was clearly evident in Course 2,
the aim of which was to give PSTs space to reflect on their own practical experience. In
this course, PSTs addressed themes such as cooperation with a mentor or behaviour
management, but the topic of pupil diversity was addressed by all the PSTs attending the
seminars rather rarely because it recedes into the background in favour of more pressing
issues (fieldnotes from Course 2).

However, we also identified potentially productive connections between university
courses and PSTs’ practicum, typically within the tasks that PSTs performed on their
practicum and then reflected on in seminars. For example, Pavla reflected on the task
given in Course 4, in which the PSTs had to diagnose the individual educational needs of
the selected pupil during their practice:

PST Pavla: | have to admit that this was one of the best assignments we had to work on
during my entire studies, because for the first time | felt like a real teacher in every way.
(...) I consider creating proposals for measures to be a great experience, because | had the
opportunity to really think about everything | saw in the school environment around the
selected pupil, and to find out and obtain a lot of new information that will be useful to
me in the future. (Task assigned within Course 4)

These tasks eliminated the perceived theorising of the curriculum by PSTs as they
increased the practical relevance of university courses for PSTs.

Discussion

Our research showed the promises and challenges regarding how PSTs addressed pupil
diversity during their practicum at lower secondary schools as well as regarding how
university teachers facilitated PSTs’ learning to take the diverse needs of pupils into
account. To conceptualise pupil diversity we used the DI framework. We found that
PSTs differentiated unevenly in their teaching during their practicum. We understand
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the thoughtful and proactive differentiation of ‘conspicuous’ pupils by PSTs as well as the
partial differentiation of ‘high-performing’ pupils as a promising step away from typically
undifferentiated teaching. Similarly, previous research has shown that differentiation is
focused especially on low- and high-achieving pupils, because these groups of pupils are
challenging for PSTs (Brevik, Gunnulfsen, and Renzulli 2018; Tomlinson et al. 1997). PSTs’
narrow understanding of addressing pupil diversity (Nepal, Walker, and Dillon-Wallace
2021) corresponds with public discourse in Czech (Stech 2021) as well as international
contexts (Gudjonsdottir and Oskarsdottir 2019; Woodcock et al. 2022), where a short line
is drawn between inclusion and challenging pupils, typically those with SEND, and
consequently diversity is viewed predominantly as a special needs concept.

In our research PSTs struggled with addressing the needs of the majority of pupils, as
these did not manifest distinctively and thus PSTs usually approached them as average
pupils (cf. Tomlinson 2022) to whom the syllabus can be taught uniformly. Also, in their
lesson plans PSTs did not reflect on their differentiation strategies, and typically created
the same plan for all pupils within a whole class work, which provides only limited space
for individualisation or working with small groups of pupils. All this testifies to the
tendency for PSTs to homogenise the teaching process, i.e. to plan and implement
teaching with respect to the average level of pupils so that it can take place uniformly
for the whole class. From this perspective, the partially proactive addressing of readiness
of 'high-performing’ pupils can be understood as an attempt by PSTs to correct deviations
that disrupt the ‘teaching in the middle’ tendency (Tomlinson 2017), similar to the
proactive addressing of the learning profile of ‘conspicuous’ pupils, without which there
would be a risk that these pupils would be excluded from the homogenised teaching or
might even disrupt the class.

The analysis of our data from university courses showed that pupil diversity was
included in the curriculum from many perspectives and over a diverse range of topics.
Teacher educators succeed in providing PSTs with many opportunities to learn about the
different types of educational needs of pupils and how to address them. Moreover, we
showed that PSTs were shaped by the positive discourse on pupil diversity modelled by
the course teachers. As a result, they had a predominantly positive approach to pupil
diversity (Moon, Callahan, and Tomlinson 1999; Wan 2016); however, the instructions of
university teachers regarding addressing pupil diversity were not inscribed much into
PSTs' practice. Even specific advice from teachers became a kind of ‘theory’ for them as
soon as it was not linked to PSTs' practical experience (cf. Korthagen, Loughran, and
Russell 2006). Although the university curriculum captured pupil diversity in a complex
way, it did not mediate it systematically to PSTs (cf. Santangelo and Tomlinson 2012), i.e.
as an overarching conceptual framework that would guide the use of pedagogical tools
(Dack 2019b). It follows that incongruities among programme components such as
coursework and fieldwork (Dack 2019a) or between different university courses
(Gudjonsdéttir and Oskarsdéttir 2019) regarding addressing pupil diversity can cause
confusion among PSTs and negatively affect their appropriation of differentiation.

The fact that PSTs did not remember that much from the university curriculum may
also have been due to the tendency that university educators themselves did not tend
to model differentiated practices much in seminars (cf. Swennen, Lunenberg, and
Korthagen 2008), or that their modelling of differentiation was not explicit (cf.
Santangelo and Tomlinson 2012). The influence of implicit modelling of differentiation
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on PSTs is limited (Dack 2018; Ruys et al. 2013). The absence of a systematic and
experience-based curriculum as well as regularly modelled differentiation practices
could contribute to the needs of most pupils in the classroom being side-lined in
favour of more pressing issues, such as classroom or time management (Moore 2003).
In such a situation a homogenising approach to teaching was a solution for PSTs to
cope with pupil diversity. Relatedly, under the influence of the many demands of their
practicum, PSTs can experience ‘reality shock’ (Korthagen, Loughran, and Russell 2006)
and tend to conform to traditional ways of teaching, i.e. teaching to the middle
(Tomlinson 2017). Instead of obtaining the information about pupils needed to con-
duct differentiated teaching, which is laborious (Goodnough 2010), it may seem more
effective to mostly address the more conspicuous needs of pupils and otherwise to
tailor their teaching to the average classroom level so that it is homogenous for the
whole class.

Based on our research findings we suggest several implications. It has been shown that
PSTs should be taught about differentiation in depth by providing them both with
practical strategies as well as critical theoretical principles before entering the teaching
profession, when early patterns of teaching are forming (Dack 2019b; Griful-Freixenet,
Struyven, and Vantieghem 2021). Importantly, PSTs should comprehend differentiation as
a theory to be applied in a contextually sensitive way, rather than as a set of teaching
strategies (Sherman 2009). The results of our research support incorporating a holistic
approach on addressing pupil diversity in teacher education programmes (Gudjénsdottir
and Oskarsdéttir 2019) as well as supporting coherence among different programme
components (Dack 2019a).

Teacher educators should model behaviour in such a way as to ensure it translates into
the thinking and practices of PSTs, e.g. by ‘meta-commentary’ (Swennen, Lunenberg, and
Korthagen 2008). As providing regular and explicit modelling of differentiation in uni-
versity seminars is essential but difficult, teacher educators should expand their own
professional competences, especially with regard to giving meta-commentary (Ruys et al.
2013).

Moreover, our research also points to the importance of directly linking university
teaching with PSTs' personal practical experience, for example, through assignments
(Sherman 2009), or other forms of practice-based artefacts.

Some of the limitations of our research are that due to the nature of the ethnographic
methodology and the narrowing of our observations to EFL and Civics subjects, the
findings from our research are not generalisable to the entire population of PSTs with
their diverse teaching specialisations. This means that our results are limited by the
selected subjects, which are specific in that, for example, a greater emphasis on inter-
activity can be assumed within them compared to other subjects, in which the addressing
of pupil diversity may have other specificities. Further research should look at the use of
various differentiation strategies in other subjects taught at lower secondary school.
Although we analysed an extensive as well as complex ethnographic data set, our findings
are limited because we captured individual pupils’ perspectives on how they view PSTs’
provision for their educational needs only indirectly via fieldnotes. We suggest future
research should include pupils’ perspectives directly through formal interviews with
pupils to comprehend the ways PSTs address the needs of diverse pupils in greater
complexity.
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Conclusion

The main purpose of this ethnographic study was to explore how PSTs address
pupil diversity during their practicum and how this is facilitated by their participa-
tion in university courses. We contribute to the current research in the field of
professional training of PSTs in addressing pupil diversity by providing robust
findings based on a rich and extensive data corpus characterised by simultaneous
emphasis on the thinking and behaviour of PSTs related to pupil diversity in two
related settings, i.e. lower secondary schools and university. The most important
contribution of our study lies in recognising the different levels of pro- and re-
activity of PSTs’ differentiation strategies related to different types of pupils.
Furthermore, we demonstrated that university teaching contributed to PSTs having
a positive approach towards pupil diversity, but this was not inscribed sufficiently
into PSTs’ knowledge and practices regarding addressing pupil diversity. We
believe that enriching knowledge in the field with the results of our research will
contribute to improving the quality of pre-service teacher education regarding
addressing pupil diversity.
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Appendix

Appendix A. Additional Examples of Data Excerpts lllustrating Important

Findings

Findings

PSTs manage to thoughtfully take the
individual educational needs of the
‘conspicuous’ pupils into account.

PSTs partially proactively address the needs of
“high-performing’ pupils, who are advanced,
faster or more active.

PSTs address the needs of ‘other” pupils in the
class typically reactively.

Teacher educators model a positive approach
to pupil diversity.

Positive approach towards pupil diversity
modelled by teacher educators shapes PSTs.

Teacher educators provide specific as well as
general theoretical advice while indicating
many ways and possible perspectives on pupil
diversity.

The complexity of curriculum provided by
teacher educators contributes to the

Data excerpts

Sergei [a conspicuous pupil due to his frequent disruption of the lesson with inappropriate comments] announces [during the online lesson] that he needs more time, that he
needs to insert a long definition. PST Daniel: ‘Okay Sergei, keep to the topic and don't be inappropriate. I'm keeping my fingers crossed that you'll make it'(...) Sergei snaps at
Daniel, saying something to the effect that he’s bored, that he's going to lie down. Daniel responds very patiently that he probably should not speak like this. Sergei
apologizes. (fieldnotes from Daniel’s teaching) [In the post-lesson interview, Daniel reflects on his approach to Sergei's inappropriate remarks] PST Daniel: He [Sergei] is like
a typical teenager who is testing how far he can push the boundaries. And it's much more effective than scolding him, so I just calmly explain it to him and then he doesn’t do
it (...) I think that this is a permanent, long-term and successful solution. (post-lesson interview with Daniel)

Karolina [in English class] adds that if someone has time left over, they can come up with a different time frame, trying to give a slightly more creative and time-consuming
task to smarter and faster pupils. The classroom is quiet, the pupils work hard. (fieldnotes from Karolina’s teaching)

[During the online Civics class, PST Pavia discusses with pupils what stress is and what strategies the pupils use to manage stress. One of the strategies mentioned is playing
the recorder, and several pupils start playing the recorder at their computer in response to the comment. Pavla spontaneously addresses the interests of the musically
oriented pupils and suggests that they play something for others at the end of the lesson.] PST Pavia: 'Everyone seems to be a recorder player! (laughs); we can have a short
concert moment at the end of the lesson’. Pupil Radovan: 'Yes, | would do it, | would do it'. (videorecording of Pavla's teaching)

In Course 2, the teacher educator explains why reflection is useful: it can happen that you have a hyperactive child in your class who gets on your nerves. You learn to
tolerate different behaviours, to think about why certain behaviours evoke certain feelings in you, while other behaviours do not. (...) There are different types of pupils,

some | get along with well and some | don't. But it's not the pupil's problem, it's mine. Reflection is about me thinking about why I react OK to someone and not to someone
else. (fieldnotes from Course 2)

PST Daniel: | think the important thing was that [thanks to university classes] | became aware that it [pupil diversity] exists and that there are ways to work with it (...) and all
You have to do is to want and to search and you really come up with something. (...) And that diversity is (...) nothing undesirable, because I think that there is often quite a
bit of scepticism on the part of the public about this topic, so more like a warning from the teachers that there is no need to look at it so pessimistically. (semi-structured
interview with PST Daniel)

“Connect content with life. Put ife there, a life situation. We have to consider the composition of the class. Everyone has a different learning style. You will have pupils of
different levels in the class'. Then the teacher switches to a summary of the seminar in PowerPoint: ‘Prepare tasks in such a way that everyone develops. Think about the
topics of the task so that they come from real life. Use the pupils' experience, what they are currently living in, use active verbs. Explain, draw, compare... so that the activity
Is observable’ (...) Then she asks about knowledge of multiple intelligences, but the PSTs do not respond much. She draws attention to the use of functional aids, continuously
summarises and supplements with examples from practice. (fieldnotes from Course 1)

PST Kldra: It's something different when information and knowledge just bombards you, than when you actually experience it yourself. It's nice to know that there are pupils
who need such and such care, or that you should treat them like this, but in reality it seems to me that it's completely different. It's nice to have an idea of what this and that

information from seminars being inscribed into means, but practice is completely different in my opinion. (semi-structured interview with Kidra)

PSTs’ knowledge and practices only to a limited

extent.

The topic of pupil diversity was addressed by
PSTs attending the university seminars rather
rarely because it recedes into the background
in favour of more pressing issues.

Potentially productive connections between
university courses and PSTs’ practicum picture
typically the tasks that PSTs perform on their
practicum and then reflect on in seminars

[As part of the course, PSTS are supposed to choose the competences they want to develop during their practice from the Standard of Quality of Student Teacher Professional
Competences]. The teacher groups the topics recorded on strips of paper based on sub-areas of the Standard. She focuses on the most frequently represented topics. One of
them is discipline. ‘Al beginning teachers have to deal with this topic, some naturally deal with it easier than others, but they all have to deal with it." (...) Other topics from
paper strips are already being discussed, e.g. time management, easing the load, evaluation. (fieldnotes from Course 2)

Researcher: How did Course 4 enrich you in terms of that topic [addressing pupil diversity]? PST Petr: What probably [enriched] me most was the portfolio assignment that |
have just handed in (...) because | did a case study of the behaviour [of the selected pupil], so there you analyse the case in great detail, so that's where it enriched me most.
(semi-structured interview with Petr)
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Key insights

What is the main issue that the paper addresses?

The study examines school actors’ perceptions of issues, their solutions, and the
implementation of measures aimed at educating socially disadvantaged students in
schools that have received state-funded project support.

What are the main insides that the paper provides?

The study emphasises that project support is utilised unevenly by schools, with the
majority of measures focusing on supporting student engagement; achievement is
marginalised.

INTRODUCTION

Socially disadvantaged students do not perform as well academically as their more advan-
taged peers. Schools are often blamed for the reproduction of existing inequalities among
students who are equipped with different kinds and volumes of capital from their families
(Bourdieu & Passeron, 1990; Coleman, 1988; Lareau, 2003). International research evi-
dence has identified persistent relationships between student socioeconomic and ethnic
background and performance (Agasisti et al., 2021; Duncan et al., 1972; Sirin, 2005). The
socioeconomic status (SES) achievement gap is an urgent problem; it has increased glob-
ally in the last 50years (Chmielewski, 2019) and educational inequalities between low and
high SES students remain wide (OECD, 2023). The uneven distribution of students of di-
verse social origins worsens this gap (Burger, 2019; Owens, 2018; Reardon et al., 2019).
Educational research stresses that learning achievement is considered an important out-
come of student engagement (Lei et al., 2018) and student engagement is a significant pre-
dictor of academic achievement (Martins et al., 2022). Thus, disengaged student behaviours
characterised by learning activity avoidance, a lack of effort during class and/or attendance
problems are associated with low achievement. Moreover, there is evidence of a positive
association between student SES and engagement; socially disadvantaged students tend
to be less engaged in formal schooling (Archambault et al., 2020; Coles et al., 2023; Klem
& Connell, 2004).

Disadvantaged students are now at a heightened risk of poorer educational outcomes after
the Covid-19 pandemic, which widened educational inequalities (Betthauser et al., 2023;
Gee et al., 2023). Low SES students are expected to be more adversely affected by crises
such as the pandemic-related school closures, owing to the difficulties they may face in
their home environments. Lower parental involvement (Chen, Cardenas, et al., 2024) and
digital divides (Vigevano & Mattei, 2023) based on unequal access to and use of digital tools
may relatedly lead to a lowering of educational standards at schools with concentrations of
disadvantaged students during distance learning (Beckmann et al., 2022). Although it could
be expected that the most vulnerable children would receive more support from schools
during a crisis, research indicates that middle-class students were recipients of more re-
sources (e.g. online lessons on a regular basis) during lockdowns than their lower-SES
peers (Goudeau et al., 2021).

Although there is agreement that class and race/ethnic differences among students
lead to educational inequalities that persist throughout their lives and pose risks for their

85UB01 SUOLULLIOD BAITeBID) 3|edldde 8Ly Aq pausenob ae Sap1e VO '8N JO S3|n1 Joj Afeiq 1 8UIIUO /8] 1M UO (SUORIPUOD-PLE-SLLLBYWIOD" A8 | I ARG 1)U 1UO//SdNY) SUONIPUOD P SWd L 8L 885 * [5202/TT/T0] U0 ARiq1T8uliu0 A8|IM *d1iandey Yoez) aueiyood Aq SOTY' [59a/200T 0T/10pwod B im*Aiq1jeul |uo's uno Resaq)/sdny WOy papeojumoq ‘2 ‘S0z '8TSEBIrT



PROVIDING SUPPORT IN SOCIALLY DISADVANTAGED SCHOOLS BE RJ | 1041

future, such as complicated educational trajectories or reduced employment opportunities
(Alexander et al., 1997; Duncan, 1997), there is less agreement on effective solutions and
adequate responses. Growing evidence suggests additional resources, distributed through
whole school programmes, can be beneficial (Borman et al., 2003; Kyriakides et al., 2019).
However, these researchers also warn of considerable variation among the intervention
effects expounded by the programmes as well as among the specific strategies and the
contexts where the programmes are implemented.

Evidence from Eastern European countries has been rather scarce. In this multiple case
study, we investigate the implementation of a state-funded project aimed at increasing stu-
dent engagement and achievement within a post-Covid-19 support framework focused on
schools with a higher proportion of socially disadvantaged students in the Czech Republic.
To understand the contributions of project support measures in terms of student engage-
ment and achievement, it is necessary to explore the ways diverse actors in these schools
define the main problems and solutions in the education and how these are reflected in the
selected project support measures.

We aimed to address the main research question, followed by several sub-questions:

¢ What do actors perceive as the contributions of selected project support measures related
to socially disadvantaged student engagement and achievement?

¢ What are the main problems in the education of socially disadvantaged students as per-
ceived by actors involved in the state-funded programme?

¢ What are the best solutions to socially disadvantaged students’ educational problems as
perceived by actors involved in the state-funded programme?

¢ What measures are typically selected from the state-funded programme?

ACHIEVEMENT OF LOW SES AND ETHNIC
MINORITY STUDENTS

Socioeconomic status is one of the strongest predictors of educational achievement
(Duncan et al., 1972; OECD, 2023; Sirin, 2005). Much of the SES achievement gap can
be attributed to the family environment (Potter & Roksa, 2013), more precisely to wide
class divides in parental investments of resources in raising their children (Schneider
et al., 2018). This is also evidenced by summer learning losses: the social class achieve-
ment gap usually significantly widens during school breaks (Cooper et al., 1996). Parental
involvement, patterned by distinctive parenting styles transmitting class (dis)advantages
to children, manifested in, for example, (un)supporting children when doing homework or
organising their leisure time (Lareau, 2003) and low parental educational aspirations can
significantly predict children's academic achievement (Fan & Chen, 2001; Kim, 2022;
Yamamoto & Holloway, 2010). Covid-19 lockdowns strengthened the role of the fam-
ily environment in education. Chen, Chen, et al. (2024) proved that parental involve-
ment and student engagement mediated the relationship between SES and academic
achievement. Lower-SES parents felt less competent in supporting their children in
learning activities, resulting in reduced parental involvement and in limited continuity of
their children's learning. Growing evidence indicates significant academic deficits owing
to Covid-19 school closures, especially among children from low SES backgrounds
(Betthauser et al., 2023).

Developmental factors are also associated with living in persistent poverty, such as peri-
natal complications, reduced home-based cognitive stimulation and exposure to stressors,
all of which contribute to lower achievement for poor children (McLoyd, 1998). Relatedly,
residence in a socially deprived and/or segregated neighbourhood where children often face
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high-risk behaviours, such as drug abuse, criminal activity and aggression is another strong
predictor of student achievement (Owens, 2018; Reardon et al., 2019).

Coming from a minority group can also strongly predict educational achievement
(Cabral-Gouveia et al., 2023). Previous research has documented that some ethnic groups
have significantly below average levels of attainment (Kao & Thompson, 2003; Portes &
MacLeod, 1996). In the Czech context, the Roma minority represents one of the most vul-
nerable populations in the reproduction of educational inequalities based on intersections of
class and ethnicity. The percentage of Roma children aged 6—15years attending schools in
which all or most schoolmates are also Roma is up to 49%, and young adults with a Roma
background aged 20-24years who have completed at least upper-secondary education
is 22% compared with 87% in the majority population (FRA—European Union Agency for
Fundamental Rights, 2022).

Although most schools in disadvantaged contexts have levels of performance below
the national averages (Cabral-Gouveia et al., 2023; Reardon et al., 2019), emerging ev-
idence concerns the successful interventions schools can adopt. Comprehensive and
whole school programmes have proven particularly promising in improving learning out-
comes (Borman et al., 2003; Kyriakides et al., 2019), attendance and grade advancement
(Madden et al., 1993).

While it is critical to identify the risk factors disadvantaged students might face in educa-
tion, there is growing debate about the factors supporting their resilience (Schoon, 2006).

Regarding the school level factors, resources and the quality of the learning environment
can have an impact on the capacity of disadvantaged students to perform academically.
Research on improving schools and socially disadvantaged but academically successful
students has stressed high-quality teaching and learning (Demie & Mclean, 2015; Muijs
et al., 2004). The common denominator is often a focus on academic achievement; high
expectations are consistently mentioned as being crucial. Furthermore, high-quality instruc-
tional practices, such as reading, writing and other subject-focused strategies, are often
the main target of support programmes (Madden et al., 1993). Relatedly, studies have
covered careful tracking of student progress, including feedback and progress monitoring
(Dietrichson et al., 2017), support for self-management strategies, such as self-monitoring
or self-evaluation (Moses et al., 2023), self-regulating strategy intervention (Andrzejewski
et al., 2016) and enhanced metacognitive knowledge components of different learning strat-
egy instruction (Donker et al., 2014). The usage of data at both the school and the classroom
levels is decisive in improving achievement for low SES and minority students (Chapman
& Harris, 2004; Demie & Mclean, 2015; Reynolds et al., 2006). The significance of person-
alised support, especially tutoring (Dietrichson et al., 2017) and mentoring programmes as
well as individualised academic plans, have also been stressed (Williams et al., 2019).

Disadvantaged schools that have improved have demonstrated collaboration among
school staff and parents (Chapman & Harris, 2004; Williams et al., 2019). Therefore, it is
important to develop school-community partnerships, including parental involvement pro-
grammes (Cabral-Gouveia et al., 2023; Galvez & Tarrés, 2017) and positions such as school
community workers.

STUDENT ENGAGEMENT

Generally, student engagement has been defined as a ‘student's active participation in aca-
demic and curricular or school-related activities, and commitment to educational goals and
learning’ (Christenson et al., 2012, p. 816). The concept of engagement is broadly used in
relation to individual involvement in the school environment with different components across
academic, social-emotional and behavioural domains (Reschly & Christenson, 2012);
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generally, engagement is associated with student participation, involvement and identifica-
tion with school (Finn, 1993; Skinner & Belmont, 1993; Voelkl, 1997). Contextual factors
such as school practices, parental support and relationships with teachers that influence
the level of involvement with the school are defined as facilitators of engagement (Appleton
et al., 2008). Overall, student engagement is conceptualised as being influenced by contex-
tual factors, such as teachers, school practices and peers, rather than a student attribute
(Sinclair et al., 2003). There is evidence of a relationship between student engagement and
achievement (Wong et al., 2018; Wang & Holcombe, 2010). Klem and Connell (2004) referred
to a connection between engagement and student performance across various levels of SES
(dis)advantage; disengagement and underachievement are particularly typical for students
living in low-income families (Bempechat & Shernoff, 2012; Wylie & Hodgen, 2012).

In this study, student engagement is conceptualised based on three dimensions iden-
tified by Fredricks et al. (2004). Behavioural engagement is associated with student moti-
vation to participate in class and extracurricular activities, on-task behaviour, the absence
of discipline problems and school attendance (Martins et al., 2022). Emotional engage-
ment refers to students’ positive and negative emotions related to the classroom, such as
interest or anxiety (Fredricks et al., 2004) and a sense of belonging and connectedness
to school (Wang et al., 2011). These aspects are associated with the quality of relation-
ships with teachers and friendships with peers (Hosan et al., 2017). Cognitive engage-
ment addresses student investment in learning, including the use of metacognitive and
self-regulation strategies such as planning, monitoring and evaluating individual learning
(Fredricks et al., 2004; Zimmerman, 1990). Wang et al. (2011) pointed out that these three
dimensions are not separate; they are understood as interwoven and dynamic. In the class-
room, engaged students demonstrate action, initiation, effort, attention or interest, and
enjoyment. In contrast, student disaffection is associated with passivity, withdrawal, dis-
traction, boredom, disinterest and/or anxiety (Skinner et al., 2008). The three-dimensional
conceptualisation of student engagement, as related to our results (i.e. selected project
support measures), is presented in Table 3.

Contributions to student engagement can be divided into internal and external factors.
Since this study focuses on supporting contextual factors through the project, we are directly
targeting external factors in this review.

External factors contributing to student engagement are often associated with stu-
dents’ sense of relatedness to teachers, classmates and parents (Martins et al., 2022). In
general, considerable evidence suggests that the quality of teacher—student interactions,
including instructional and emotional support, contributes to school engagement (Rimm-
Kaufman et al., 2015). A significant correlation exists between all dimensions of school
engagement and the quality of teacher instructional practices, which may be linked, for
instance, to student autonomy support and structure (Archambault et al., 2020) or to the
provision of meaningful classwork (Pino-James et al., 2019). Moreover, school engage-
ment can be influenced by positive or negative affective teacher—student relationships,
characterised by levels of closeness or conflict, and emotional support (Kang et al., 2021;
Martin & Rimm-Kaufman, 2015; Roorda et al., 2011; Teuscher & Makarova, 2018). The
social context of the classroom is also shaped by peers. Lynch et al. (2013) noted that
a positive peer culture contributes to student engagement, while Buhs et al. (2006)
demonstrated a connection between peer exclusion and disengagement. A perceived
lack of support from peers and a negative climate are critical factors that increase the
risk of disengagement for students from low SES families (Coles et al., 2023, Sanders
et al., 2018). Overall, students experiencing a loss of relatedness to social partners and
lacking a sense of connectedness to school (cf. Wang et al., 2011) show decreased
behavioural and affective engagement (Furrer & Skinner, 2003). One last important ex-
ternal factor is parental involvement, because parental support positively contributes to
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student engagement (Bryce et al., 2019; Daly et al., 2009; Estell & Perdue, 2013; Finn &
Rock, 1997). Additionally, research indicates a relationship between parental involve-
ment, parental involvement programmes and student achievement (Jeynes, 2007).

Regarding external factors, complex interventions can address each dimension of stu-
dent engagement. In general, student engagement improves through interventions that
support teachers’ instructional behaviours. Examples include strengthening the mean-
ingfulness of activities, empowering students during class (Pino-James, 2017), foster-
ing collaborative groups (Sinha et al., 2015) and offering constructive feedback (Yeager
et al., 2014). Additionally, comprehensive projects, such as Check and Connect, focus on
supporting all dimensions of engagement through various activities involving teachers,
peers or parents. These activities include picking up students for school, helping students
establish a routine for transitioning between classes to arrive on time, assisting students
in setting goals, teaching students to self-monitor and reflect on their progress, encourag-
ing participation in extracurricular activities, discussing the connection between school-
work and long-term goals, and fostering lifelong learning by nurturing student interests
(Christenson & Pohl, 2020).

Interventions focused on specific dimensions of student engagement can be distin-
guished. First, behavioural engagement is defined in this study through indicators such as
attendance, motivation to participate in class and extracurricular activities, on-task behaviour
and absence of discipline problems. Student attendance, a key indicator of behavioural
engagement, improves through regular family communication (Epstein & Sheldon, 2002).
Additionally, Riddle et al. (2021) and Anderson et al. (2004) suggested employing commu-
nity engagement teams or professionals to collaborate with families, enhancing attendance
and overall behavioural engagement. In the Czech education system, as in continental
Europe, support for socially disadvantaged students and their families is provided by social
pedagogues, professionals educated in social pedagogy (Lorenzova, 2018).

Student motivation to participate and on-task behaviour benefit from teacher professional
development programmes focused on motivational principles such as meaningfulness, au-
tonomy, competence and belongingness (Turner et al., 2014). Participation in extracurricular
activities can be increased by providing financial support to remove barriers for low-SES
students (King, 2020).

Reducing discipline problems and off-task behaviour relates to teacher managerial strate-
gies and can be enhanced through consultation with administrators, behavioural specialists,
or school psychologists, as well as through targeted training programmes (Reschly, 2020).
Also, social pedagogues provide individual support and facilitate group activities aimed at
preventing school failure and exclusion. They may also undertake specific tasks such as
removing disruptive students from classrooms (Anderberg, 2020).

Second, emotional engagement is closely tied to the quality of teacher—student relation-
ships. Positive relationships between teachers and students have protective and beneficial
effects, particularly for students facing learning or behavioural challenges (Baker, 2006).
Interventions to strengthen these relationships can follow a three-phase model: establish
(intentional efforts to build connections), maintain (fostering relationships through ongoing
positive interactions) and restore (repairing relationships after conflict) (Cook et al., 2020).

Third, cognitive engagement correlates with instructional strategies tailored to student
interests (Walkington, 2013). It can also be enhanced through classroom prompts, includ-
ing metacognitive (e.g. monitoring and planning strategies), cognitive (e.g. organisation
and elaboration techniques), and personal-utility (e.g. highlighting relevance) approaches
(Schmidt et al., 2012). To foster investment in learning, interventions should focus on two key
elements: helping students identify their interests and long-term goals and designing learn-
ing activities that are meaningful and aligned with their values (Pohl, 2020). Finally, training
teachers in self-regulated learning strategies (Stoeger & Ziegler, 2008) or using specific
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supplemental courses for students (Cantrell et al., 2013) has been shown to positively im-
pact student cognitive engagement.

METHODOLOGY

The goal of this multiple case study was to ascertain how schools involved in a project fo-
cused on supporting equal educational opportunities defined the problems and solutions
in the education of socially disadvantaged students, what support measures they selected
from the project list and in what ways the support of both engagement and achievement
were conducted in the choice and realisation of support measures.

Context

We posed the research questions in relation to a national programme aimed at reducing edu-
cational inequalities within schools with a higher proportion of socially disadvantaged students
in the Czech Republic (Table 1). The Czech educational system has a long tradition of using
specific national programmes funded by the European Union. Programmes dealing with social
inclusion and supporting students with social disadvantages are based on a critique of inequali-
ties in the educational system. Programmes focused on inclusion and supporting students with
special educational needs including social disadvantages include for instance Promoting Equal
Opportunities (2022-2026), Inclusive Education and Support of Schools Step by Step (2017—
2022) and Support of Inclusive Education in Pedagogical Practice (2017—2022).

After the Covid-19 pandemic, the Czech government launched a special funding scheme
called the National Recovery Plan (NRP), supported by the European Union's Recovery
and Resilience Facility. The goal of the NRP is to address the pandemic's impact, prepare
the population for future crises and bolster resilience. The new project funded by NRP has
the potential to decelerate the negative consequences of the Covid-19 pandemic, which
worsened the chances of students with lower SES to succeed educationally (Betthauser
et al., 2023; Gee et al., 2023). A partial goal of the project is to pilot a proposal for reforming
the school financing system in the Czech Republic. The programme was launched in 2022
to financially and methodologically support 256 socially disadvantaged schools across the
Czech Republic. The following variables were used to calculate an index measuring the
level of social disadvantage of schools. This index determined the selection of schools eli-
gible for support in this national project: numbers of early school leavers; repeated grades;
students with special education needs; socially disadvantaged students; and students with
Roma, Slovak, Ukrainian and Vietnamese backgrounds. With the exception of the number
of socially disadvantaged students, which was based on a survey among school leaders, all
other data were sourced from administrative reports from the Ministry of Education, Youth
and Sports. The calculation also included the index of social disadvantage of the municipal-
ity where the school is located, provided by the Agency for Social Inclusion.

Based on the initial needs analysis, each of 256 schools selected individual combinations
of support measures from a catalogue composed of three main measurement categories:
personnel support (e.g. social pedagogue, special pedagogue, school psychologist), direct
student support (e.g. breakfast clubs, tutoring, experiential learning programmes) and sup-
port for further education and professional development of educational staff (e.g. mentoring,
coaching, supervision). For a complete overview of support measures, see Appendix A. The
support system was designed to promote a high degree of autonomy for individual schools.
Schools were instructed that the selected measure must respond to the initial needs anal-
ysis and, at the same time, should avoid duplicating tools funded by other sources. At the
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same time, an external consultant assigned to the given school helped with the selection
process to ensure that the measures chosen aligned with the school's needs and supported
project implementation both administratively and in terms of compliance.

Research design and case selection strategy

Our research design is a multiple case study, which enabled us to capture in-depth single
cases and to look for patterns shared across all cases. In this study, the state-funded project
can be considered a ‘quintain’, that is, a phenomenon to be studied via multiple case studies
(cf. Stake, 2006). The cases were rather instrumental as our primary goal was to look be-
yond particular cases. In the multiple case study design, contexts, whether socioeconomic,
cultural or physical, are important for capturing the case in-depth.

The cases in our multiple case study research project included basic schools (BS) involved
in the state-funded project. For this particular research project, schools were purposefully
selected in line with two main selection criteria: (1) proportions of socially disadvantaged stu-
dents (Table 1); and (2) willingness to cooperate in data collection over a period of 3years.
The proportions of socially disadvantaged students were based on qualified estimates by
school leaders. Two schools had a high proportion of the target student group (70% and
more); three schools had a medium proportion of socially disadvantaged students (between
30 and 50%). Data provided by the Agency for Social Inclusion indicated that all the schools
were located in socially deprived localities (based on an index calculated by the numbers of
people in debt collection proceedings, the material need assistance benefits and social ben-
efits provided, the individuals registered with the employment office for more than 6 months
and early school leavers). This selection criteria is in line with the research evidence on so-
cial segregation (e.g. Burger, 2019; Owens, 2018), confirming the achievement gap between
students attending schools with higher proportions of socially disadvantaged students and
those concentrating more advantaged students, and suggesting that school segregation is
often connected with residential segregation.

Second, as we planned to conduct two waves of data collection per year over a 3 year
period, experts in the education of socially disadvantaged students in several regions were
contacted and their experiences with different schools were taken into account when select-
ing schools willing to participate and provide us an opportunity to learn via long term data
collection.

Mini-cases within the cases (cf. Stake, 2006) were students with low SES who were in
danger of school failure. At each school, students from grades 2, 5 and 8 were selected
based on consultations with school leaders, members of school counselling offices and
class teachers. Students from these grades were intentionally selected to cover both levels
of primary education in the Czech education system, as well as critical transition periods
when students might be more vulnerable. The transitions are between the first and second
level of compulsory education (grade 6), and between the end of primary education and the
transition to secondary education (grade 9).

Participants and data collection

Several types of actors were involved in the research: school leaders; deputy directors;
members of school counselling offices (e.g. special pedagogues, school psychologists, so-
cial pedagogues, preventionists); teaching assistants; class teachers of selected students;
and other subject teachers (Table 2). Table 1 presents the composition of the student body
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TABLE 2 Overview of interviewed actors and collected data.
Oak Maple Linden Willow Horn-
BS BS BS BS beam BS In total

School leader(s) and 1+1¢ 1+2 1+1* 1+1* 1+1 55 interviews

deputy director(s)

Adaptation coordinator 1* 1 0 0 0

Career consultant 1* 0 1* 0 1

Inclusion coordinator 1* 1 1 0 1

Special pedagogue(s) 2 0 1 1 0

Social pedagogue(s) 1 1 0 1 1

School psychologist(s) 2 0 0 0 0

Preventionist(s) 1 2 1 0 1

Educational consultant 1 0 1* 1* 1*

Class teachers 3 3 3 3 3

Subject teachers 2 0 0 0 0

Tandem teacher 1* 0 0 0 0

Teaching assistant(s) 3 0 1 2 0

External consultant 1 1 1 0 1

Documents analysed per 4 4 4 4 4 20 documents

school

Note: If there is an overlap in positions held by one person, the interview conducted with this person is counted just once.
Overlaps are indicated by an asterisk.
BS, Basic school.

at each BS, the ethnic composition of students, and the proportion of early school leavers
compared with the national average; Table 2 presents the different types of actors inter-
viewed within each case study and an overview of the collected data. Some personnel posi-
tions listed in Table 2 were (co)funded by the project; others were not. We also conducted
interviews with personnel not supported by the project to understand the nature of their
collaboration with the supported positions.

To explore the project implementation, we conducted semi-structured interviews with
diverse actors in selected schools. The interviews were focused on perceived problems
in the education of socially disadvantaged students, successful practices, who selected
the project support measures and how, and so forth; the interviews enabled us to cap-
ture attitudes, subjective norms and intentions which are significant precursors to teacher
behaviours (Ajzen, 1991). Moreover, we collected school documentation, such as school
education programmes, initial school needs analysis, ‘calculators’ for the selected support
measures, and project evaluation reports. The school educational programme allowed us
to view the school as a whole, including its focus and educational priorities; the other three
documents are the primary sources concerning the project implementation. Thanks to the
longitudinal presence of researchers in the schools and the complexity of the collected data,
we became deeply familiar with the cases. However, owing to the extensiveness of the data
set, this study is based solely on a selected data segment: semi-structured interviews con-
ducted between November 2022 and February 2023 (Figure 1) with the diverse actors and
on the analysis of documents. In total, 55 interviews were conducted, and 20 documents
were gathered (Table 2).
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FIGURE 1 Timeline of data

collection.

TABLE 3 Selected project support measures related to individual student engagement dimensions.

Engagement dimension

Behavioural engagement

Indicators

Motivation to participate in

class (on-task behaviour) and
extracurricular activities

Discipline problems

Attendance

Emotional engagement

Positive and negative emotions

related to classroom

Sense of connectedness to school
and quality of relationships with

teachers and peers

Cognitive engagement

Investment in learning

Use of metacognitive and self-
regulation strategies

Data analysis

Selected project support measures

Provision of free school supplies;
financing experiential and leisure
activities

Support of staff from school counselling
office via intervention during class (e.g.
social pedagogue, special pedagogue,
psychologist)

Experiential and leisure activities; group
activities for parents; social pedagogue
(fieldwork)

Experiential and leisure activities (clubs,
trips); school psychologist (crisis support)

Tutoring; teaching assistant for
disadvantaged students

Any selected measure

In line with the general analytical principles in case study research design (Stake, 1995),
we followed several strategies. The most basic analytical procedure is looking for patterns;
coding is a way to do this (cf. Gibbs, 2007). Coding is a process of reducing data into
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meaningful segments by giving them names or labels (Bryman, 2001). Multiple case study
researchers usually combine the codes into broader categories while stressing the rela-
tionship among categories across cases. In line with recommendations for instrumental
case studies (Stake, 2006), our researchers sidelined the complexity of individual cases to
concentrate on identified categorical correspondences; ‘categorical aggregation’ is a more
suitable analytical strategy than ‘direct interpretation’ (Stake, 1995). Finally, the researchers
combined inductive and deductive analytical strategies. After identifying patterned regu-
larities in a more inductive way, the researchers narrowed their findings via the conceptual
framework on engagement and achievement.

Generally, the inductive approach in qualitative data analysis involves researchers
approaching the data openly, without hypotheses or strong prior assumptions, to un-
derstand their meanings and organise them through coding. Rather than starting with a
pre-structured coding system, case study methodology is based on identifying themes
and patterns from the data organically. This emergent approach leads to findings that are
grounded in the data.

All our data were coded by inductively generated codes derived from recurring data pat-
terns and important themes from the perspective of the research question as identified by
researchers. More specifically, the data analysis process proceeded in six phases. First,
all researchers inductively coded different types of data selected from the complete data
set (e.g. interviews with school leaders, interviews with school psychologists, interviews
with teachers). Second, researchers discussed the codes each of them created, looked for
overlaps and created a shared coding tree composed of 122 codes, with clear definitions
underpinned by illustrative data excerpts. All codes were categorised into 19 categories
reflecting the research questions. For a complete overview of the codes and categories and
their relationship to the research questions, see Appendix B. Third, four different types of
data sources from the complete data set were selected and coded by all the researchers
using the shared coding tree to achieve mutual synchronisation. Fourth, all the data were
then evenly distributed among all coders and coded thoroughly using the complete coding
tree. Fifth, codes involved in the categories most relevant to the research questions posed
for this study were further distributed among all the researchers for a more focused analysis.
The complete coding tree, composed of 122 codes, reflects all the themes that emerged in
the data in relation to the project's original broad research focus. Out of 19 categories, 11
were analysed in greater detail in an effort to answer the more specific research question
focused on the contributions of selected project support measures in terms of student en-
gagement and achievement. These categories are marked with an asterisk in Appendix B.
Sixth, the findings elaborated by individual researchers responsible for single case studies
were generated as case reports (cf. Stake, 2006) and later synthesised across all cases by
the two first authors of this study.

The document analysis was conducted continuously with the aim of selectively searching
for relevant information—such as which measures were selected at individual schools, what
needs the school cited to justify this selection and what proportion of funds the schools allo-
cated to different areas of support.

Routinised as well as more spontaneously repeated discussions among research team
members, the fact that each case study was conducted by at least two researchers who dis-
cussed interpretations of empirical patterns emerging from the fieldwork, and the triangula-
tion of different data sources and the perspectives of diverse actors (Flick, 2018) enhanced
the trustworthiness of the findings. To facilitate the coding procedures, the researchers uti-
lised data analysis software (Atlas.ti, MAXQDA).
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Ethics

Two research ethics committees from two universities approved this study. All participants,
including the parents of students attending the basic schools, signed an informed consent
form that explicitly affirmed the voluntary and uncompensated nature of participation in the
research while assuring anonymity and the strict confidentiality of all information provided.
All the names of participants and institutions are pseudonymised.

FINDINGS

The findings section is structured to answer the research questions. The main problems
and their solutions in the education of socially disadvantaged students as perceived by the
diverse actors involved in the state-funded project are identified, followed by the main sup-
port measures selected from the project in response to the dominantly perceived problems
across all schools and among diverse participants. The perceived contributions of the se-
lected measures with respect to supporting student engagement and achievement are pre-
sented throughout the sections, depicting the most robust data patterns shared among all
individual cases.

TACKLING ATTENDANCE PROBLEMS VIA EXPERIENTIAL
ACTIVITIES AND DEEPENING RELATIONS

The first area school staff considered challenging was frequent absences, which affected
student participation in the classroom and in extracurricular activities. Absenteeism thus had
a negative impact on the educational process itself. The situation caused by frequent ab-
sences was significantly worsened by the closure of schools during the pandemic, as class
teacher Dominika pointed out.

It seems to me that children are more ‘lazy’, and Covid is also to blame for that.
And now in that class, | have six or seven children who have more than two
hundred hours of absences [...] in half a year. That's 25% participation just in the
Czech language. So, it seems to me that, on the one hand, Covid, on the other
hand, they are really sick, that is probably the [reduced] immunity due to Covid.
(Dominika, teacher, Oak BS)

From the school staff's perspective, regular school attendance is a prerequisite for stu-
dent participation in educational activities. However, when a student has a long-term ab-
sence from class, the curriculum is missed, making it difficult for the students to catch up
afterwards. The problem with attendance was exacerbated by pandemic measures which
also had an effect on student immunity, further affecting their attendance. Long-term ab-
sences also have a negative impact in terms of socialisation, as students adopt cultural
norms, values or attitudes, and form peer relationships in the school environment.

The family environment and parents’ attitudes towards education were perceived by school
staff as a main and to great extent determining source of the students’ approach to school.

Individual measures within the project were selected based on the schools’ experiences
in addressing the problem of absences. However, the prerequisite for the implementation of
specific support interventions was that the school is a safe environment for students and a
sense of connectedness to school, which they are happy to visit.
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Really, my vision is that they like to go to school and that they feel good here. I'm
aware of what kind of children | have, but that doesn't excuse me, nor is it the
other way around. But we really have to spend time together here on education,
so that it is pleasant, an atmosphere of trust. So I'm striving for this here as well.

(Tomas, principal, Oak BS)

An environment based on trust, where students feel accepted, was perceived as an im-
portant part of the educational process. From the management's point of view, this can be
a strategy to support student attendance. Focusing on the involvement of students through
fostering their sense of connectedness to school is obviously perceived as an important
prerequisite for the educational process itself.

The measures offered by the project that were chosen by the schools can be divided
according to whether they focus on directly supporting vulnerable students or on their fam-
ilies. In supporting socially disadvantaged students, experiential and leisure activities, such
as clubs, experiential events during classes and trips, played an important role. The aim of
these activities is to offer interesting extracurricular activities after classes and opportunities
to gain new experiences outside the school environment. Silvie, a teacher, pointed out that
for many students this could also be a unique experience.

When we were at that fairy tale programme with the children, the children be-
haved completely differently outside of the school. The group became very
close. The cooperation, the talking, it's not really something that they have to do,
right? But it's something they enjoy. Those kids are completely different.

(Silvie, teacher, Willow BS)

Activities outside school can be an opportunity for students to get to know teachers and
classmates in an environment that is not as closely related to teaching, which can lead to a
deepening of mutual relationships. Although the diverse nature of experiential and leisure
activities can be attractive to students, it suggests a potential disconnect from the curricu-
lum, limiting the activities’ contribution to student learning.

However, extracurricular events can place demands on students and their families as
they require certain financial participation.

Of course, the student doesn't feel good when he knows that all or maybe 15
children are going on a trip or we're going to a theatre and he doesn't go every
time because the family doesn't have the money. And the other children also
perceive that, and they can be talking about him, mocking him and so on.
(Dominika, teacher, Oak BS)

Financial demands represent a barrier to participation for certain students, potentially
leading to stigmatisation. Therefore, schools focused on removing barriers; as part of the
measures often selected from the project, emphasis was placed on financing experiential
programmes.

Relatedly, the schools aimed for intensive contact with parents of the students who had
attendance problems, as Alice, a principal, added.

| think that the fact that parents are not afraid of the invitation to that school is
important, that they really know that they can come here, we will talk, we will
tell each other what is wrong. And we actually have regular meetings with those
families every Thursday.

(Alice, principal, Willow BS)
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Setting up regular communication based on a partnership approach appears effective
in the school staff perspective. The regularity allows school staff to maintain contact and
reflect on a student's problems at school. Group activities focused on the participation of
parents were also experienced as deepening cooperation.

| was at the witches’ party, for example, and it was very nice that we roasted
sausages there. And then, we are there again, not as teachers and parents, but
actually a group of people who have a nice common interest in having a nice
afternoon together, even with the children. So, we also got to know the parents
in a different way.

(Ludmila, preventionist, Hornbeam BS)

Financing various activities for parents was one of the frequently chosen measures from
the project catalogue. If the family did not cooperate with the school, fieldwork was under-
taken, usually with the family visited by a social pedagogue.

Now we have started a very good collaboration with our social pedagogue, who
has also largely already started the fieldwork, visiting the families directly.
(Lenka, vice-principal, Hornbeam BS)

A direct visit to the family at their place of residence enables contact with the family to be
established in the home environment. This gives the school worker better insight into the
needs of the family, and it focuses on supporting the student. Schools often used the project
to finance the position of a social pedagogue, whose contribution to communication with
parents was perceived as pivotal.

TACKLING LOW MOTIVATION TO PARTICIPATE IN CLASS
VIA SCHOOL SUPPLIES AND PERSONNEL SUPPORT

The second area that school staff considered problematic in the education of socially disad-
vantaged students was low motivation to participate in class, which led to a lack of on-task
behaviour.

It definitely reduces the teaching, because they don't try, because they don't
have the inner motivation. It kind of shocks me here that they don't care if they. If
they get a good grade or fail. Like in grade 3, | can somehow motivate them, but
in grade 5, they just don't care about anything.

(Denisa, teacher, Oak BS)

According to the teacher, the absence of on-task behaviour is related to lack of participa-
tion in class, which subsequently manifests in academic failure. This has a negative impact
on teaching practices, as the absence of student motivation to participate in class places
a specific demand on the teacher, who must motivate students towards on-task behaviour.
Lydie, a teacher, added that the lack of participation in class was also reflected in a lack of
preparation and supplies.

Certainly, the most common problem we encounter is the absence of supplies,
right? Those children don't have pencils, erasers, or rulers.
(Lydia, teacher, Hornbeam BS)
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The absence of supplies has a negative impact because students cannot participate in
activities during the lesson. The teacher must also pay individual attention to those students,
so the teaching is disrupted.

The provision of free school supplies for students was one of the measures supported by
the project that teachers appreciated. Buying supplies that students could borrow allowed
teachers to pay more attention directly to teaching. Teacher Lucie stressed the importance
of the provision of supplies for students.

| really have most of the Roma children there, [...] instead of constantly writing
to parents, for example, ‘He didn't bring [this], ‘He doesn't have a pencil’, ‘He
doesn't have anything to work on’, etcetera. So, we have the tools shared here.
We have cups where we have pencils and boxes where we have rubbers and
sharpeners.

(Lucie, teacher, Hornbeam BS)

Problems with the disciplinary behaviour of students are often added to the lack of moti-
vation, which manifests itself in the approach to teaching, as preventionist Alena pointed out.

I mostly encounter disciplinary problems, non-cooperation with families. That's
a big problem. And the fact that children actually come from families and don't
have internalised norms, they don't know the rules. [...] We get into conflicts, into
clashes. We have rules. We demand some kind of regime.

(Alena, preventionist, Maple BS)

The school environment places demands on students regarding their behaviour.
Compliance with the given rules appears to be key from the point of view of teachers.
Discipline problems disrupt teaching and lead to conflicts with teachers, as well as between
students. As with attendance, the cause of disciplinary problems was perceived by school
staff to be the family environments in which students did not have the opportunity to adopt
an approach to the rules. While this kind of deficit thinking about family prevailed, there was
an obvious marginalisation of teachers’ perceived own influence on the disruptive behaviour
of students, especially of their classroom management.

If there was a disciplinary problem during class, teachers used the support of staff from
the school's counselling office. They dealt with challenging behaviour outside the class-
room, for example, through the intervention of a social pedagogue.

When the children disturb the class and it actually destroys the work of the
teacher and the other children cannot learn because of it, then | go to get the
child. They get the assigned work and work on it with me.

(Darja, social pedagogue, Maple BS)

While removing a disruptive student with a social pedagogue can benefit the classroom
and the teacher, it may stigmatise the student and even lead to exclusion. Another example
was advice from the school psychologist that enabled the teachers to respond to challenging
situations in the classroom and interfere, for example, in the area of crisis intervention:

I managed to build such a nice relationship with them that they trust me when
something is bothering them. So they come, whether it's something in class or at
home. Sometimes | didn't know how to react to that, but since then we have had
a psychologist here. So | go to her, and she gives me advice.

(Denisa, teacher, Oak BS)
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The presence of counselling positions is important for teachers in specific moments that
go beyond the scope of standard teaching. Support can give the teacher confidence or
the space to work with the whole class. For these reasons, schools also appreciated the
counselling positions.

TARGETING LEARNING OUTCOMES BY PROVIDING
TUTORING AND LEARNING INDIVIDUALISATION

According to school staff, the third problematic area lay in students’ unpreparedness for
the curriculum content in their respective grade levels. The perceived reason for this lack
of readiness was again the family environment failing to provide students with adequate
development.

The development of the child is somehow missing there. And that's something
we then encounter in practice because when we want to work with the child,
all those textbooks are built on the assumption that the children have already
gone through it, that they know it, that they recognise it in fairy tales, that they
recognise stories, that parents sit with them, tell stories, play. And that's not
happening.

(Dagmar, teacher, Oak BS)

The needs of the students do not match the level of the curriculum; this can lead to a
lowering of the demands placed on these students so that the curriculum in their grade level
becomes manageable for them. Lowering the demands can then lead to a reduction in the
curriculum.

For me, success is when | really manage to teach them the basics, that founda-
tion, the core curriculum, which | manage more or less, and when | simply man-
age to teach them that learning is just normal, that working in school is normal.

(Blanka, special educator, Oak BS)

The lowering of demands can be seen in the context of efforts to teach students basic
literacy skills. It is important for teachers that students adopt a positive attitude towards
learning and the school environment. In this regard, support for engagement comes to the
forefront, but at the expense of academic outcomes. To some extent, this trend can be un-
derstood as a paradox, typically arising from teachers’ rather concerned beliefs about the
characteristics of students and their family backgrounds.

Because | have kind of accepted the children as they are, here, it doesn't make
sense to demand from them something beyond their capabilities. So, | expect
minimal outcomes from them and give them a lot of practical instruction.

(Eva, teacher, Maple BS)

In the statements of school staff, there was a clear tendency to lower expectations for
students, for example, by reducing the curriculum, which is the state-mandated amount of
knowledge and competencies that students should gradually acquire during compulsory
education. The teachers’ orientation towards meeting ‘minimal’ learning outcomes was
apparent. When school staff discussed educational goals for their students, they often
acknowledged the fact that their graduates only exceptionally aspired to admission to high
schools, and the legitimate ambition for many of them was to complete basic education.
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Despite the tendency to lower the academic expectations placed on students, there was
an effort to support their performance through selected measures. Some schools favoured
tutoring and a teaching assistant. Tutoring was a measure enabling support for two distinct
groups of students. The first group are students who are unable to achieve expected out-
comes, for example, owing to frequent absences.

That's the one | would need to attend tutoring, just to manage something, be-
cause that's a student who is repeating the year. He already repeated the first
year, and he would really need that tutoring.

(Leona, teacher, Hornbeam BS)

Tutoring thus represents a measure that enables students, beyond the scope of regular
instruction, to acquire the required knowledge that will allow them to progress further. The
second group are students aspiring to apply for upper-secondary education but, within the
framework of regular instruction, their teachers do not have the capacity to dedicate time to
more challenging content owing to the lowering of instructional rigour.

We have a girl in grade 9 who got into the conservatory, so it definitely makes
sense. However, it's in that class where, when you have a few of them there,
there isn't much space to focus on the more gifted ones. So then it's addressed
through some tutoring here.

(Dita, teacher, Oak BS)

Tutoring represents an opportunity to offer students stimulating content in an individual-
ised way and thus support their investment in learning. Owing to the lower number of stu-
dents participating in tutoring, the tutor can focus on the needs of each student. However,
support through tutoring is only available to those students whose parents collaborate
with the school and are interested in tutoring. Although tutoring became an important
measure often funded by the project, usually only a certain group of students with higher
engagement or students with more engaged parents benefited from it. However, it was not
uncommon for school staff to complain that the weakest students, who needed tutoring
the most, did not attend it.

In addition to tutoring, schools also chose personnel measures aimed at supporting aca-
demic success through individualisation, such as assigning a teaching assistant to teachers
for socially disadvantaged students. During lessons, the assistant focuses attention on stu-
dents who need support, which helps the teacher to focus on other students. This leads to
greater individualisation within the lessons, allowing for the educational needs of some stu-
dents to be addressed. However, according to statements from school staff, the assistants
helped teachers manage challenging student behaviour, so the supportive potential of this
measure cannot be exclusively associated with academic outcomes.

DISCUSSION AND CONCLUSIONS

Our findings indicate that within the project support, measures were primarily selected to
target problems in the education of socially disadvantaged students related to student be-
havioural and emotional engagement; cognitive engagement was rather sidelined.

Various school actors perceived deepening relationships and enhancing a sense of connect-
edness to school as a unifying element for implementing the measures typically selected from
the project to deal with the most pressing issues. To address attendance problems, school staff
emphasised that students and parents should perceive the school as a safe environment based
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on trust. This emphasis may have been exacerbated by school closures during the Covid-19
pandemic, as there was a decline in student engagement during this period (Burger et al., 2024;
Chen, Cardenas, et al., 2024; Thorsteinsen et al., 2021). Experiential events and activities for
students and parents, typical measures selected by schools from the project, were framed by
school staff primarily in terms of their contribution to students’ and parents’ sense of connect-
edness to school, and in terms of potentially increasing school attendance and participation
in extracurricular activities. Concerning student—teacher relationships, several authors (Kang
et al., 2021; Martin & Rimm-Kaufman, 2015; Roorda et al., 2011; Teuscher & Makarova, 2018)
emphasised that fostering positive relationships can enhance student engagement. Additionally,
parental involvement has been shown to indirectly influence student behavioural engagement
(Bryce et al., 2019). Intensive communication with families (Epstein & Sheldon, 2002) and field-
work conducted by social pedagogues were also highlighted by school staff. Previous research
demonstrated that schools can benefit from social pedagogues thanks to their variable roles
and functions, such as managing conflicts and providing group activities (Anderberg, 2020;
Anderson et al., 2004). Therefore, financing experiential events and activities for parents and
students (King, 2020) as well as fieldwork aiming to strengthen parental involvement can be
effective tools for promoting student behavioural and emotional engagement.

When addressing issues related to low motivation among students to participate in class,
schools often chose support for purchasing supplies that students were unable to bring to
class. Low student participation in class and off-task behaviour often manifested itself in
disciplinary problems in the classroom, which teachers typically addressed via collabora-
tion with counselling staff or teaching assistants whose positions were often (co)financed
from the project budgets. These personnel positions were widely utilised to support student
behavioural engagement using individual interventions with students; this was proved to be
effective in previous research (Reschly, 2020).

If a significant amount of time in the classroom is dedicated to maintaining discipline,
motivating students to participate in class or distributing missing supplies (cf. Lupton &
Hempel-Jorgensen, 2012), it can lead to a reduction in the complexity of instructional
content and a streamlining of the curriculum. In the testimonies of school staff, there was
an apparent tendency to lower expectations for students by reducing curriculum content
or normalising the low aspirations of school graduates for higher education. This is in
line with previous research documenting that teacher expectations differ in relation to
student SES (Auwarter & Aruguete, 2008; Dusek & Joseph, 1983), which is inscribed in
student achievement. High-expectation teachers are focused on the process of learning;
they provide more information about learning activities, make the connection between
new and prior knowledge, use open-ended questions and provide more feedback and
scaffolding (Brophy & Good, 1970; Rubie-Davies, 2007; Wang et al., 2019). Conversely,
low-expectation teachers tend to underestimate their students because of the perceived
lack of competencies (Archambault et al., 2012). Agirdag et al. (2013) pointed out that
teacher expectations also relate to teachability culture. If this culture prioritises care about
students and their well-being rather than their achievement, it can result in reducing the
curriculum and opportunities to learn (cf. Darmanin, 2003). It is questionable whether this
approach exacerbates the achievement gap.

The lowering of teacher expectations has been significantly reinforced by the impacts of
the Covid-19 pandemic, which further exacerbated educational inequalities (cf. Beckmann
et al., 2022; Betthauser et al., 2023; Gee et al., 2023). However, the maintenance of high
educational standards and a shared and strong commitment to the belief that all students
can achieve are typical among schools whose students are successful despite their disad-
vantages (cf. Demie & Mclean, 2015; Muijs et al., 2004; West et al., 2005). Relatedly, previous
research has highlighted a common focus on instructional practices and the need to moni-
tor the progress of each student as crucial strategies for schools in socially disadvantaged
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contexts with improving achievement outcomes (Cabral-Gouveia et al., 2023; Chapman &
Harris, 2004; Demie & Mclean, 2015; Muijs et al., 2004). Nevertheless, these were rather
marginalised in the schools we researched, both in the narratives of school staff and in the
project support. Our results indicate a rather limited use of strategies leading to the direct sup-
port of achievement and limited support for cognitive engagement in terms of supporting stu-
dent investment in learning, including the use of metacognitive and self-regulation strategies
(Fredricks et al., 2004; Zimmerman, 1990). Instead, teachers and school staff tend to support
mainly behavioural engagement—related to school attendance, motivation to participate in
class and extracurricular activities, parental involvement and school discipline, and affective
engagement—related to sense of connectedness to school, personal relationships, positive
and negative emotions, and assisting with personal concerns (Cook et al., 2020; King, 2020).

Nonetheless, the literature on engagement demonstrated that teacher practices
and procedures during classroom instruction are important for supporting engagement
(Archambault et al., 2020; Pino-James et al., 2019). Instructional quality is also related
to the importance of academically engaged time. The amount of time when students are
actively engaged in learning is a strong predictor of student achievement (Gettinger &
Walter, 2012). The development of student cognitive engagement in terms of enhancing
their investments in learning (Pohl, 2020) and increasing metacognitive strategies (Schmidt
et al.,, 2012), for example, by developing student self-regulation strategies (Azevedo
et al., 2023; Rosario et al., 2016; Stoeger & Ziegler, 2008), can more directly support the
outcomes of disadvantaged students.

Contributions, implications and policy recommendations

Our research findings indicate that it is necessary to support the engagement of socially
disadvantaged students holistically, not only in its affective and behavioural dimensions—
more emphasis needs to be put on strategies related to cognitive engagement (Greene
et al.,, 2004; Nystrand & Gamoran, 1991). More importantly, the support of engagement
needs to be more systematically linked with the support of achievement. Thus, individual
interventions should be assigned to dimensions of engagement that could help a more com-
prehensive approach to student support (Christenson & Pohl, 2020).

To make this feasible, the project support should be extended to strategies more ex-
plicitly focused on teachers’ instructional behaviours; the development of students’ meta-
cognitive strategies, such as self-monitoring, self-evaluation (cf. Moses et al., 2023; Rosario
et al., 2016) and self-regulation (Andrzejewski et al., 2016; Pohl, 2020); and the usage of
data in improving each student's progress. Besides attention to the affective domain and
inter-school collaboration, the processes of teaching and learning as well as utilising data
to inform them are essential components of effective school improvement programmes
(Reynolds et al., 2006). At the same time, supporting the cognitive activation of socially
disadvantaged students needs to be adjusted to their actual needs, as students from more
privileged backgrounds tend to benefit more from this type of support as they were so-
cialised to deal with cognitive stimulation at home (cf. Atlay et al., 2019). This issue is
further linked to the widening class divides during the Covid-19 pandemic school closures,
when self-regulation and autonomy became crucial for distance learning but were unevenly
distributed among students based on their SES (Goudeau et al., 2021). Andrzejewski
et al. (2016) argued that self-regulated learning strategies can be developed in schools by
low SES learners, become internalised habitus and result in improving achievement.

Based on previous research findings (Cabral-Gouveia et al., 2023; West et al., 2005),
we agree that although there are common ingredients promoting the improvement of disad-
vantaged schools, these must be mixed in different proportions and in a different order to
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address individual school contexts. We contribute to this knowledge base by emphasising
that these strategies need to be more balanced in terms of achievement vs. engagement
support. Some components of support contribute to both student engagement and achieve-
ment (e.g. enhancing parental involvement, see Coles et al., 2023; Chapman & Harris, 2004;
Furrer & Skinner, 2003; Williams et al., 2019; Wong et al., 2018; student—teacher rela-
tionships, see Demie & Mclean, 2015; Kang et al., 2021; Muijs et al., 2004; Teuscher &
Makarova, 2018); others need to be more diversified with regard to their more exclusive
support of only one of these domains (e.g. quality of instruction and tutoring are more related
to achievement; Dietrichson et al., 2017; Lauer et al., 2006; peer-to-peer relationships are
more exclusively related to student engagement; Pino-James et al., 2019).

Although teaching quality and support of cognitive activation seem crucial, the policies
cannot rely solely on teacher-initiated innovation to transform student achievement through
pedagogy while suppressing structural constraints on equity (Ward et al., 2015). System-
level implementations of sustainable and long-term programmes to distribute state funding
are needed because equalisation in spending resources can result in narrowing achieve-
ment gaps across groups with diverse family backgrounds (Card & Payne, 2002).

More generally, programme support needs to consider both endogenous and exogenous
factors within schools, including economic resources, the quality of teaching and coordination
measures among social actors to ensure the conditions for educability among socially deprived
families (Silva-Laya et al., 2020). This requires intersectoral and interdisciplinary approaches.

Future research, limitations and conclusion

Although comprehensive and whole-school programmes (Kyriakides et al., 2019; Madden
et al., 1993) aim to integrate support across various areas of school life, future research should
specifically focus on verifying the effective balance of different domains of support and par-
ticular strategies to ensure support is effective in terms of both engagement and achievement.
Our research findings suggest that greater attention should be given to strategies for cogni-
tively engaging socially disadvantaged students in the classroom, as they may struggle with
low autonomy and self-regulation skills that are not cultivated at home. Future research should
examine more closely the role of teaching quality in educational inequality (Atlay et al., 2019).

The systematic review by Gaias et al. (2020) demonstrated that in current educational in-
tervention research, the explicit examination of the effects of ethnic/racial minorities dispar-
ity reduction is not widespread. More research on the systematic assessment of the impact
of interventions on educational disparities for low SES students is needed.

Owing to the extensive nature of the data corpus, we were able to analyse only a portion
of the collected data to answer the research questions of this paper, within the larger project
where data collection is still ongoing. Relatedly, since this study was written during the imple-
mentation of project support, it does not include certain indicators (e.g. student grades) that will
be evaluated only after the programme is concluded. Despite the rich data corpus gathered
in this research, we lack data from classroom observations, which we were unable to collect
owing to our inability to obtain informed consent from all the parents in several classrooms.

The effort to increase student engagement is undoubtedly crucial for supporting
achievement; however, if this support is not accompanied by measures directly aimed at
supporting achievement, there is a risk that support for engagement will become an end
in itself and thus not translate into low SES students’ educational outcomes. Although
support programmes can provide low SES students with access to school, they may not
ensure the educational quality needed for effective learning (Silva-Laya et al., 2020).
The ultimate goal of the support programmes should be both equity and excellence
(Atlay et al., 2019).
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APPENDIX A

Catalogue of support measures for working with students from low socioeconomic
status backgrounds in schools
A. Personnel support.

A.1 Teaching assistant for socially disadvantaged students.

A.2 Special pedagogue.

A.3 Social pedagogue.

A.4 Career consultant.

A.5 School psychologist.

A.6 Inclusion coordinator.

A.7 Adaptation coordinator.

A.8 Worker for children's and youth leisure activities—school club, afternoon club, open
club, low-threshold club, and so forth.

A.9 Coordinator of mentoring programme for students.

A.10 Tandem teacher.

A.11 Funding for existing personnel support for low socioeconomic status (SES) students
in school.

B. Direct student support.

B.1 Educational intervention—tutoring.

B.2 Educational intervention during school holidays—tutoring.

B.3 Educational intervention focused on supporting early student adaptation.

B.4 Psychosocial intervention, mental health support for children and students, preventive
work.

B.5 Case management.

B.6 Educational programme/event for students focused on increasing their academic
motivation.

B.7 Experiential educational programme for students.

B.8 Breakfast clubs for students.

B.9 School event focused on strengthening collaboration with parents of socially disad-
vantaged students.

B.10 Covering additional costs associated with the education of low SES students.

B.11 Educational intervention focused on developing professional language in secondary
schools.

B.12 Prevention of early school leaving in secondary education.

C. Support for further education and professional development of educational staff.

C.1 Professional development focused on inclusive education and innovative methods
and approaches in education.

C.2 Mentoring support for educational staff.

C.3 Coaching support for educational leaders.

C.4 Internships, peer collegial support.

C.5 Supervision for educational staff.

C.6 Facilitation of joint meetings.

C.7 Mediation of conflict situations.
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APPENDIX B

Overview of categories and codes

Categories

1. Perceived problems
manifesting in students.
What types of problems do
educational and counselling
staff encounter in relation to
students?*

RQ: What are the main
problems in the education
of socially disadvantaged
students as perceived by
actors involved in the state-
funded programme?

2. Perceived problems
manifesting in parents.
What types of problems do
educational and counselling
staff encounter in relation to
parents?*

RQ: What are the main
problems in the education
of socially disadvantaged
students as perceived by
actors involved in the state-
funded programme?

3. Perceived problems
manifesting in educational
staff.

What types of problems do
educational staff encounter
in relation to their work
responsibilities?

4. Perceived problems
manifesting in school
counselling services.
What types of problems
do members of the
school counselling staff
encounter?

Codes

1. Absenteeism

2. Behaviour

3. Lack of motivation

4. Extracurricular
activities

5. Special educational
needs

6. Outcomes
7. Instruction

8. Drop-out

9. Family background

10. Family
characteristics

11. Limited
involvement

12. Attitudes

13. Parental
competencies

14. Activities outside
of instruction

15. Long working
hours

16. Insufficient
competencies

17. Attitudes

18. Insufficient
capacity

19. Lack of position
stability

Definitions

Problems related to absenteeism—in both classroom
instruction and extracurricular activities organised by
the school

Problems related to inappropriate behaviour during
instruction, breaks, and extracurricular activities
organised by the school

Problems related to low motivation for education
(lack of interest in both classroom instruction and
experiential programmes within the curriculum)

Problems related to participation in extracurricular
activities

Problems related to special educational needs

Problems related to student achievement
Problems related to instruction, including tutoring

Problems related to early school leaving, including
both early leaving from primary education and failure
to transition to secondary education

Problems related to unsupportive family background

Problems related to family characteristics, such as
issues with housing or high unemployment

Problems related to lack of parental involvement in
school activities

Problems related to parental attitudes, such as low
aspirations, unwillingness to allow children to attend
tutoring and lack of interest in (completing) education

Problems related to inadequate parental
competencies, such as the inability to explain
academic content and insufficient capacity to prepare
students for lessons

Problems related to the time demands of activities
outside of instruction, such as supervisory duties and
participation in professional development

Problems related to excessively long working hours

Problems related to insufficient staff competencies,
such as in teaching techniques, methods and forms of
instruction

Problems related to the attitudes of educational staff,
specifically their willingness to engage and take action

Problems related to the insufficient number and
full-time equivalents of staff in the school counselling
services

Problems related to the fact that many positions are
tied to projects or specific students and do not have
longer-term contracts

(Continues)
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Categories

5. Perceived problems
manifesting in school
leadership.

What types of problems do
school leaders encounter?

6. Perceived problems
related to collaboration with
external partners.

7. Perceived problems
related to the context.
What types of problems do
school leadership, teachers
and counselling staff face
in relation to contextual
factors?*

RQ: What are the main
problems in the education
of socially disadvantaged
students as perceived by
actors involved in the state-
funded programme?

(Continued)

Codes

20. Administrative
tasks

21. Problems with
staffing

22. Excessive
numbers of students
with support measures

23. Filling specialised
positions

24. Willingness to
collaborate

25. Extracurricular
activities

26. Self stigmatisation

27. Social pedagogue
is not an educational
staff member

28. Overload

29. Establishing
authority policy

30. Doctors

31. Child protection
services

32. Project

33. Financing

34. Covid-19

35. Understanding of
inclusion

36. Segregated school

37. Socially excluded
locality

38. Trends

Definitions

Problems related to administrative tasks, such as
completing forms, reports and applications

Problems related to the relatively frequent departures
of teachers from the school and the subsequent
search for new staff, including issues with a lack of
qualifications

Problems related to the fact that there are more than
five students in the class with support measures
recognised at the second to fifth levels

Problems related to the shortage of staff to fill
specialised positions

Problems related to the low willingness of leadership
to collaborate with project representatives

Problems related to organising extracurricular
activities

Problems related to defining the school as one
focused on socially disadvantaged students

Problems related to the fact that a social educator is
not considered an educational staff member, which
is associated with lower salary and reduced vacation
benefits

Problems related to the extensive scope of
responsibilities and the overload, particularly of
leadership positions

Interventions that impact the school

Problems related to medical care, particularly
regarding the requirement for fees for medical
certificates for a child's illness

Problems related to the capacities and responses of
child protection services staff

Problems related to project setup, such as lack of
time for project preparation, overlapping projects,
overlapping roles and so forth

Problems specifically related to funding, such as low
pay rates for selected positions, cash flow issues and
so forth

Problems related to the impacts of Covid-19

Problems related to the specific design of inclusive
measures

Problems related to the fact that the school is
segregated and the attitudes of the majority

Problems related to the fact that the school and its
students are located in a socially excluded locality

Trends in the composition of the student body
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Categories

8. Perceived solutions to
student problems within
teacher competency.
What helps educational
staff to solve problems
encountered in their work
that are predominantly
within their competence?*
RQ: What are the best
solutions to socially
disadvantaged students’
educational problems

as perceived by actors
involved in the state-funded
programme?

9. Perceived solutions to
student problems outside
the teacher's competence.
What helps educational
staff address issues they
encounter in their work that
are not primarily within their
competence but rather fall
under the responsibility of
school leadership or the
education system?*

RQ: What are the best
solutions to socially
disadvantaged students’
educational problems

as perceived by actors
involved in the state-funded
programme?

(Continued)

Codes
39. Specific aids

40. Detailed
instruction

41. Checking
notebooks

42. Repeating grade

43. Peer learning

44, Attention to
motivated students

45. Tier 1 support
measures

46. Systematic leading

47. Kindly assessment

48. Relationship with
the teacher

49. Zone of proximal
development

50. Activities outside
of school

51. Diagnostics

52. Division of lessons
53. Tutoring

54. Aids and services
for free

55. Individualisation
56. Entrance exam
preparation course

57. Returnees as
foreigners

58. Leisure activities

59. Leaving of
problematic students

60. Opening a second
group for foreign
students

61. Support measures
of the second to fifth
levels

Definitions

Educational aids that facilitate learning for socially
disadvantaged students, for example forgetfulness
sheets

Detailed description of the required activities
Notebook review—formal and content-based

Repeating a grade, primarily used as an opportunity to
master the material

Peer learning

Focus on students who show an interest in learning

Implementation of first-level support measures, which
are entirely within the teacher's authority

Procedures that the teacher applies systematically
and over a long period and that students have
consequently adopted

Less stringent assessment of educational outcomes

Personal relationship between the teacher and
student based on empathy and trust

Teaching methods that build on the student's current
knowledge and do not merely present the curriculum
mechanically

Activities that take place outside the school
environment

Early diagnosis of student needs by staff in
specialised positions, such as school psychologist

Increased number of split classes
Attendance at tutoring

Indirect financial support, that is provision of materials
and services free of charge

Providing individual care

Provision of a course preparing for entrance exams

Students who have returned from a long-term stay

in the UK and have difficulties with the language and
Czech realities should be entitled to the same support
as foreign students

Organisation of extracurricular activities (clubs) and
allowing attendance at after-school programmes
Transfer of problematic students to another school

Possibility of opening an additional group for foreign
students if the required number is not met

Support measures for the second to fifth levels

(Continues)
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10. Perceived solutions to

problems related to parents.

What helps teaching and
counselling staff address
issues related to involving
parents in their work?*
RQ: What are the best
solutions to socially
disadvantaged students’
educational problems

as perceived by actors
involved in the state-funded
programme?

11. Perceived solutions to
the challenges faced by
teachers and counselling
staff.

What helps teachers and
counselling staff address
the challenges they
encounter in their work?*
RQ: What are the best
solutions to socially
disadvantaged students’
educational problems

as perceived by actors
involved in the state-funded
programme?

12. Perceived solutions to
the challenges faced by
school leadership.

What helps school
leadership address the
challenges they encounter
in their work?

(Continued)

Codes

62. Systematic care

63. Loaning of tools
and equipment

64. Special classes

65. More time on the
curriculum

66. Picking up
students from their
place of residence

67. Supervision

68. Communication

69. Awareness-raising
and education

70. Fieldwork
71. Relationships
72. Securing housing

73. Parental
involvement

74. Change in family
functioning

75. Parents’
educational aspirations
for their children

76. Authority

77. Professional
development

78. Support positions
79. Cooperation

80. Experiences
sharing

81. Vision

82. Competence

83. International
cooperation

84. Sharing

Definitions

Providing regular, systematic individual support,
including special educational support

Loaning materials and equipment that the students
lack during lessons

Placement of the student in a special class

Providing more time for mastering selected parts of
the curriculum

Picking up students from their place of residence

Monitoring whether parents fulfil their responsibilities
regarding school attendance

Personal or telephone communication

Events focused on raising awareness and educating
parents

Fieldwork focused on parents
Building relationships with parents
Securing housing for families

Involving parents in school activities

Change in family functioning

Aspirations related to further education or employment

Gaining authority and respect from parents

Further education and overall professional
development of educational staff

Support from additional staff in support roles
Cooperation with colleagues

Sharing experiences specific to a particular role

A vision of the desired future state and also the steps
necessary to achieve it

The knowledge and skills of school leadership and
other staff that enable effective implementation of
support

Involvement in international collaboration

Communication about problems the school faces and
potential solutions, both among staff and with staff
from other schools
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Categories

13. Perceived solutions

to problems schools face
related to involving external
partners.

Which external partners
could assist schools in
addressing the issues that
school staff encounter in
their work, and how might
they help?

14. Context of perceived
problem solutions, i.e.

the circumstances that
influence how problems are
perceived and addressed.
Which contextual factors
influence the perception

of potential solutions to
problems encountered by
school staff in their work?

15. Perceived impacts.
What impacts of the project
have pedagogical and
counselling staff observed?*
RQ: What are the
contributions of selected
project support measures
as perceived by actors
regarding socially
disadvantaged student
achievement and
engagement?

16. Expected impacts.
What impacts do
pedagogical and
counselling staff anticipate
from the project?*

RQ: What are the
contributions of selected
project support measures
as perceived by actors
regarding socially
disadvantaged student
achievement and
engagement?

(Continued)

Codes
85. Doctors

86. Local action plan
87. Media

88. Non-governmental
organisations

89. Child protection
services

90. Pedagogical—
psychological
counselling centres

91. Employment office
92. Agency
93. We do everything

94. Planned meetings

95. Help outside of the
system

96. Closure of the
school

97. Simplification of
inclusion

98. Climate

99. Acceptance by
parents

100. School outcomes
101. Instruction

102. Engagement

103. Students
104. Teachers
105. School

Definitions

Assistance from doctors in the form of sharing
information

Involvement of the local action group/local action plan

The media coverage of the issue and the subsequent
interest of other stakeholders

Cooperation with nongovernmental organisations

Cooperation with child protection services

Cooperation with pedagogical—psychological
counselling centres

Cooperation with employment office
Cooperation with Agency for social inclusion

The leadership or teachers believe that no new
measures can help them because they are already
doing everything within their power

Scheduling all meetings in advance as part of the
preparation for measures, so the school knows what
to expect

Support that teachers or school leaders attempt to
provide outside the established system

Closure of the school

Simplification of rules for providing support to students
with special educational needs

Perceived impacts on the climate

Perceived impacts on parents

Perceived impacts on student outcomes
Perceived impacts on instruction

Perceived impacts on student engagement

Expected impacts on students
Expected impacts on teachers

Expected impacts on school

(Continues)
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17. Measures selection.
How was the selection of
measures carried out?*

RQ: What are the measures
typically selected from the
state-funded programme?

18. Measure realisation.
How did the implementation
of measures proceed?*

RQ: What are the measures
typically selected from the
state-funded programme?

19. Context.

Which contextual factors
characterise the informants
and the environment.

(Continued)

Codes
106. Who

107. Who was involved

108. What

109. When

110. How

111. Why

112. Finance

113. Context

114. Reservations

115. Suggestions for
the future

116. Administration

117. Personal

118. Direct support of
students

119. Professional
development

120. Qualifications

121. Pre-school

122. Personal
characteristics of
informants and
characteristics of the
environment.

Definitions
Details regarding the individuals and organisations
involved in the selection of measures

Details regarding the selection of students who will be
targeted for support

Details regarding the substantive focus of each
measure

Timeline and other time-related aspects of the
measure selection process

The circumstances surrounding the selection process
of measures

Circumstances of the measure selection process

Circumstances of financing and reservations about
the project's funding system—everything related to
money

Factors that are not directly part of the project but
influence its implementation

Reservations about the project setup

Suggestions for adjusting the project setup

Circumstances related to the administration of the
project

Details regarding the planning and execution of the
responsibilities of individual positions

Details regarding the planning and implementation of
direct support measures

Details regarding the planning and implementation of
school staff professional development

Details regarding the qualifications of personnel
involved in the project

Details regarding the preschool, if it is part of the
primary school

Characteristics describing informants and
environment

Note: Categories marked with an asterisk were analytically expanded to address the research questions of this study.
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Cool Kids, Rappers and Drop-Outs: The Ethnography of Ethnicity
and Ethnicisation in the Desegregated Classroom

Abstract: This article focuses on the dynamics of ethnicity in the desegregated
classroom. The author examines the role of ethnicity in peer culture and finds
that it is usually mediated and intersects with other categories (gender, age)
and social identities of students (e.g. the friend identity). She also seeks to
determine in what contexts and what directions these intersections occur and
what kind of integrative or exclusionary effects ethnicity has in the classroom.
She argues that ethnicity primarily becomes visible during ritualised symbolic
performances in which the significance of different identities is accentuated.
Against the backdrop of an ethnographic description of the role of ethnicity
in the classroom she analyses the position in the classroom of Roma students,
whose distinctiveness can serve as a source of exclusion or a means for self-
assertion. At the intersection of the low status that Roma students are given in
their role as students and the high status in their role as friends, ethnicity and
ethnicisations in the classroom are to be contradictory in their effects.
Keywords: ethnicity, interaction rituals, ethnography, peer relations, intersec-
tions of identities, school
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Uvod

Cesky vzdélavaci systém je v poslednich letech hojné sklotiovan v souvislosti se
segregaci romskych déti do praktickych a vétsinové romskych skol. Skutecnos-
ti, Zze pro drtivou vétsinu déti narozenych v romskych rodinach tuzemské skoly
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nepfedstavuji socidlni ,vytah”, ale spiSe pomyslnou socidlni ,brzdu”,' kterd li-
mituje jejich Sance na dosaZzeni kvalitniho vzdélani, vénovalo pozornost mnoho
badatelti na poli sociologie, antropologie ¢i pedagogiky. V bohatém tematickém
zaméfeni rostouci fady studif v oblasti vzdélavani romskych déti ovsem chybi
ty, které by reflektovaly povahu mezietnickych vztahti a vyznamy pfipisované
etnicité v kazdodennim Zivoté skolnich t¥id na zdkladnich skolach bézného typu.
Pritom detailni nahlédnuti dynamiky etnicity v etnicky riznorodém prostfedi
Skolni tfidy mtiZze o povaze identit, pfindlezeni a vztahu ke vzdélavani romského
Zactva vypovidat vice nez jejich zndmky na vysvédceni. Jak upozornuje i zahra-
ni¢ni literatura, pravé kazdodenni vztahy mezi etnicky réiznorodym Zactvem se
nestaly pfedmétem velkého empirického zdjmu, na rozdil od ve vztahu k déni
ve skole vnéjsich faktorti ve vzdélavani zakd z minoritnich skupin (zejm. vliv ro-
dinného prostiedi, mira selektivity vzdélavaciho systému, povaha vzdélavacich
politik) [Connolly 2002] ¢i na rozdil od vztahti mezi etnicky minoritnimi zdky
a pedagogy [Troyna, Hatcher 1992]. Ve snaze zacelit tuto mezeru jsem si pro svij
etnograficky vyzkum vybrala jako pfipad desegregovanou skolni tfidu 8. A, v niz
diky iniciativé mésta a fungovani lokdlni desegregacni politiky zasedaji do stej-
nych lavic bézné zdkladni skoly romské déti spolecné s détmi z majority. Pravé
tato v ceské kotliné ne zcela obvykld kompozice Zactva vzbudila mou pozornost.

Cilem tohoto textu je zachytit, jak se projevuje etnicita v zivoté tiidy 8. A,
v jakych formach, kontextech a situacich je zvyznammovéna a jaké dopady to ma
na fungovdéni tfidniho kolektivu. Budu se pfitom zaméfovat zejména na interakce
mezi Z4ky v Casech pfestdvek. Zaroven budu sledovat, jak se etnicita potkdva s ji-
nymi socidlnimi identitami p¥itomnymi ve fyzickém i socidlnim prostoru skoly,
jestli a jak jsou etnické vyznamy vepsany do jinych identit a jaky dopad to ma na
pozici romskych zakt ve tfidé. Kladu si pfitom nésledujici otdzky: Jaké formy ko-
munit jsou ve tfidé pfitomné a jakym zptlisobem jsou stvrzovéany? Jakou podobu
ma interakéni fad prestavek? Jaké pozice v ném jednotlivi Zaci zaujimajf a jaké
identity zde performuji? Jakym zptisobem si vzdjemné projevuji de/respekt?
A jakou roli v téchto procesech hraje etnicita?

Specificky si budu v8imat zptisobii, kterymi je etnicita performovana v rdm-
ci tzv. interakénich ritudld. Argumentuji, Ze jsou to interakéni ritudly, v nichz et-
nicky minoritni Zaci s nizkym skolnim statusem (propadlici) hledaji alternativni
zdroje tcty a moci, které mohou vyuzivat ke zvySovani svého statusu ve vrs-
tevnickych vztazich (napf. byt nazorovym leaderem, ktery budi respekt, apod.).
V ramci ritualizovanych udalosti dochazi k performovani etnizovaného gende-

! Mam na paméti Bourdieuho [1998] pfimér skoly k Maxwellovu démonovi, ktery roz-
tfiduje castice tak, Ze ty méné teplé a pomalejsi posild do nadrzky, kde teplota klesa, a ty
teplejsi naopak tam, kde stoupd. Vzdélavaci systém podobné jako Maxwelltv démon re-
produkuje stavajici stav tim, Ze udrzuje socialni rozestupy mezi détmi obdafenymi nestej-
nym objemem ekonomického a kulturniho kapitalu. P¥iléhavéjsi metafora se mi zde hleda
jen tézko.
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ru a produkovani vzdjemnosti a solidarity zaloZenych na sdileni subkulturnich
identit. K¥{Zeni etnicity a genderu ve $kole ale neni prosto kontradikef a ambiva-
lenci. V textu budu déle ukazovat, v jakych situacich a jakymi zptisoby je gen-
der etnicky minoritnich Zdk# potvrzovan a ocetiovdn jak ze strany pedagogfi, tak
spoluzaki a kdy a jak se naopak stdvéd zdrojem obav a konfrontaci. Do analyzy
také vnasim kategorii véku, kterd se vyrazné otiskuje do vztahové dynamiky
Skolni t¥idy. V zavéru textu budu ilustrovat vliv diskurzu uciteli o pfedcasném
dospivani romskych zakt na pfikladu romské divky ve sledované tiidé.

Text ¢lenim do dil¢ich kapitol, z nichZ tfi maji charakter teoreticky a meto-
dologicky a tfi vyhrazuji pro prezentaci a interpretaci vybranych empirickych
situaci. Abych mohla zblizka sledovat, jak se projevuje etnicita ve sledované skol-
ni tfidé, koncipovala jsem prvni kapitolu textu jako vybidnuti k nékolika ,vy-
krocenim®, ktera specifikuji teoreticko-analyticky rdmec mého badani. Nabizim
zde pojeti interakéntho fadu [Goffman 1967] jako svébytné sociality, v niz akté-
i nemusf etnicitu chapat jako svoji tstfedni identitu. V kaZdodennich vztazich
je etnicita zasazend do vyjadfovani rtiznych dalsich socidlnich identit a forem
pfindlezeni. Tato rozmanitost mé déle vedla k zaméfeni na procesy etnizovani
genderu, véku, Skolniho statusu a dalSich socidlnich kategorii. Pfedstavend teo-
reticka vychodiska spojuje snaha o neesencidlni pojeti etnicity, jez jde ruku v ruce
s odmitnutim analytického ,groupismu”® a s dtirazem na kazdodenni vztahy
a jednani. Na prvni kapitolu dale navazuji metodologickou kapitolou o roli et-
nografie pfi studiu kazdodennich mezietnickych vztahti ve skolnim prostfedi,
do niZ rovnéz zasazuji blizsi pfedstaveni svého pfipadu a pouzitych metod. M4
zjisténi vychdazeji z vyzkumu, ktery jsem zacala na jafe roku 2013 v jednom men-
$im p¥ihraniénim mésté mapovanim desegregované lokdlni vzdélavaci politiky*
prostiednictvim rozhovorti s fediteli mistnich zdkladnich skol, vedenim mésta
a predstaviteli neziskovych organizaci. Etnografii lokality ndsledovala volba sko-
ly, ktera koncentruje kolem 15 % romskych Zzak, ktefi jsou vzdélavani rovnomér-
né ve vsech tfiddch skoly. V této skole jsem vybrala tfidu 8. A, kterou navstévovali
¢tyfi romsti chlapci a jedna romska divka.

Aby byl exkurz do teoretickych a epistemologickych souvislosti mého vy-
zkumu kompletni, pfedstavuji v samostatné kapitole perspektivu interakénich ri-
tual. Interakéni ritudly chapu jako udélosti, v nichz se performuji riizné identity,
a proto se obnaZzuji ustavené pozice v tfidnim kolektivu. Zaméfeni na ritualizo-

2 Celkové nevénuiji etnicky minoritnim divkdm takovou pozornost jako chlapctim s ohle-
dem na specifické sloZeni tfidy, kterou tvorili éty¥i romsti chlapci a jen jedna romska divka
z celkového poctu 24 Z4kh. Kvili blizsimu zachyceni pozice romskych divek pokracuji ve
svém vyzkumu v jiné tfidé v téze skole.

* Brubaker [2004] za analyticky groupismus oznacuje tendenci k pojiméni skupiny jako
zéakladni jednotky tvofici socidlni realitu a sou¢asné jako zakladni analytické jednotky (viz
néasledujici kapitola textu).

* Mésto i skolu, v nichZ jsem vyzkum realizovala, udrzuji v souladu s principy publika¢ni
etiky pod rouskou anonymity. Jména vSech tcastnikil vyzkumu byla zménéna.
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vané vzorce jedndni v Zivoté skolni tfidy je proto moznym zptisobem zachyceni
vztahové struktury mezi zaky i jejich uciteli, jejich pozic v kolektivité i kulturnich
poselstvi, kolem nichZ se rizné identity mohou odvijet. Tato perspektiva odhalu-
je, za jakych okolnosti a jakymi zptisoby je etnicita v kazdodennosti skolni tfidy
zvyznamiiovana.

Druhou, empirickou ¢ast textu ¢lenim do tf{ kapitol, které jsou zaloZeny na
popisu a analyze vybranych etnografickych situaci. Nejprve pfedstavuji slozeni
a charakter tfidniho kolektivu, v némz mdj vyzkum probihal. Déle se zaméfuji
na performovani etnizovanych maskulinnich a subkulturnich identit prostfed-
nictvim specifickych ritualizovanych aktivit (,roma free style” interakéni fad,
hrani fotbalu) u skupinky kamaradd tvofené zejména romskymi chlapci. Dyna-
miku, kterou tyto ¢innosti ve tfidé vyvolavaji, zasazuji do vypovédi majoritnich
chlapcti z ohniskovych skupin, jez zachycuji percepce maskulinnich a sportov-
nich identit jejich romskych spoluzakt. V§imdm si také rtiznych performativnich
technik (napf. ,zatyldky”), které jsou mezi chlapci béhem prestavek pozorovatel-
né. V posledni kapitole sleduji efekty pfedpokladti ucitelti o pfedcasném dospi-
véani romskych Zdkt na jejich pozice v prostoru Skolnich vztahti.

Od stabilnich etnickych identit k etnizaci kazdodennich vztaha

Ackoliv je etnicita v interpretativnim sociologickém paradigmatu nap¥ic¢ rtizny-
mi pfistupy (interakcionismus, postmodernismus, poststrukturalismus) teoretic-
ky rdmovéna coby kontextudlni, nestabilni a vztahovd, zlistava casto v akade-
mickych debatich i ve vefejném diskurzu pomérné monolitni kategorii, ktera
je pfipisovdna zdanlivé homogennim skupindm. I kdyz se Brubakerova kniha
Ethnicity without Groups [2004] zafadila do kanonu kli¢ovych textd v etnickych
studiich, mZeme zaznamenat ¢asté povzdechy nad jen pomalym prosazovanim
vyzkumného programu, ktery by vénoval vice pozornosti roli etnicity ve vzta-
zich a jedndni namisto etnickych skupin, napfi¢ socidlnimi védami [Jankt 2014]
a nad spisSe kliSovitym neZ analyticky produktivnim zachdzenim s konstruova-
nou povahou etnickych identit [Brubaker, Cooper 2000]. Tento trend je symp-
tomaticky jak pro sociologii vzdélani sifeji, tak pro Skolni etnografii specifictéji
[Barron 2007]. Ze zavedeného chédpani etnicity nevede jednoducha ani pfimocara
cesta. Pfesto predstavim urcité kroky, jejichZ cilem je posilit citlivost k vnimani
riznorodosti a rozpornosti etnicity v kazdodennich mezietnickych situacich ve
Skolnfm prostfedi. Prvnim z nich by mélo byt potlaceni pfedstavy, Ze etnicita
je tim nejzdsadnéjsim identifikacnim znakem aktérd. Gunarataman [2003] v této
souvislosti varuje pfed minoritizaénimi dopady myslenky, Ze etnicita ¢i rasa jsou
astfedni identitou p¥islusnikt etnickych mensin. Ac¢koliv etnickd tiroven identity
ma s ohledem na otdzku poloZenou v tivodu textu povahu hlavniho interpretac-
niho principu mé analyzy, vSimam si soubézné intervenci riiznych dalsich iden-
tit, které mohou byt samotymi aktéry upfednostiiovany. V empirické ¢asti tex-
tu se zaméfuji na okamziky, v nichZ etnicita byla zvyznamriovana jednotlivymi
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aktéry (napf. kdyz romsti chlapci performuji etnizovanou identitu rapera; kdyz
majoritni chlapci mluvi o Romech v ohniskovych skupinach nebo kdyz ucitelé
etnizuji gender romské divky). Ne vzdy je v téchto situacich etnicita pfitomnd
jako z perspektivy aktérti primdarni a stabilni socidlni identita.

Druhé vykroceni bude sméfovat k oslabeni domnélé vazby mezi struktural-
né produkovanou etnickou marginalizaci a prvofadosti etnicity v kazdodennich
kontaktech. Je namisté pfistupovat k mikrosocidlnimu interakénimu fadu, ktery
je ustavovan i v prostfedi skolni t¥idy, jako k analyticky svébytné roviné socia-
lity, ktera je situovand mezi socidlnimi strukturami a jedincem [Goffman 1967].
V této souvislosti promitd Andersson [2000] Taylortiv [1994] koncept politiky
uznani (politics of recognition)’ do kazdodennich interakénich kulturnich produk-
ci, v nichz je etnicita jednim z mnoha mikrokulturnich statusti, ktery mtize byt
interpretovdn a symbolicky vyjadfovan rozliénymi zptsoby. Tato rozmanitost
vyzyva k dal$imu potfebnému kroku na cesté k teoreticky plodnéjsimu vyme-
zeni etnicity, kterym je procesudlni pojeti identit. Pokud totiZ neni etnicita nej-
zasadnéjsim a vSudypfitomnym identifikaénim znakem, ukazuje se, Ze jsou to
bézné statusy (zdk, kamarad, fotbalovy hrac) a jim p¥islusejici legitimita, respekt
a kompetence, které jsou etnizovany ¢i genderovany [Noble 2009]. P¥i nasledo-
vani téchto predpokladii se tak rozplyvd predstava koherentni etnické identity
a vystupuje vyznam vepsani etnickych vyznamii do identit situa¢nich (napf. zak)
a diskurzivnich (napf. lajdak) [Koole 2003] i jeji prolindni s dalsimi kategoridlnimi
identitami (napf. gender, socidlni t¥ida). Etnicita je situa¢nim znakem, tu social-
né zvyznamnovanym, jindy opomijenym a nedtlezitym. Situovanost etnicity
ovsem nevylucuje zjinacovani (othering) jako soucdst procest etnizace, kdyz se
v urcitych interakénich trajektoriich mobilizuji interpretacni schémata zaloZena
na pfipisovani specifickych forem ne/legitimity a ne/kompetenci urcitym skupi-
ndm [srov. Brubaker, Loveman, Stamatov 2004]. Je tfeba vzit v patrnost, Ze i kdyz
analyza vzdjemné se protinajicich a kontextudlné ustavovanych identit ukazuje
na jejich nestdlost, aktéfi za urcitych okolnosti v mezietnickych prostfedich pra-
cuji na zachovéni zddni stability etnicit nebo pouZivaji homogenizujici etnické
reprezentace.

Zajem o specifické protindni identit orientuje mé tfeti vykroceni, jehoz pro-
stfednictvim se inspiruji v intersekciondlnim p¥istupu. Analyza intersekce je za-
loZena na vénovani pozornosti zptisobtim, kterymi se etnicky podminéné nerov-
nosti a hrozby exkluze potkavaji a ndsobi podél dalsich os nerovnosti — zejména
téch genderovych a tfidnich. Gregoriou [2013] chédpe interkulturni interakce ve
skole jako déjiste intersekcionalit a vybizi k pojeti genderovych praktik jako sym-

° Taylor [1994] argumentuje, Ze nedostatek politického uzndni etnokulturniho statusu
mensin piedstavuje zdsadni problém pro jejich postaveni ve spole¢nosti. Andersson [2000]
naopak ukazuje na pfikladech ze Zivota mladych migrantfi, Ze orientace na situacni iden-
tity a jejich legitimitu je casto daleko zadsadnéjsi pro jejich praci na identité neZ uznani
a potvrzovani jejich etnicity okolim.
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bolickych znaki etnicity. Intersekcionalita tedy otevira prostor k analyze vzajem-
né se konstituujictho vztahu mezi riznymi identitami a role téchto identit v pro-
cesech inkluze a exkluze. V mém vyzkumu se mi postupné rozkryvala dynamika
mezi etnicitou a genderem, které bylo v nékterych momentech jen stézi mozné
od sebe analyticky oddélit. Pravé proto jim vénuji ve svém vyzkumu vétsi po-
zornost nez socidlni t¥idé (tfetimu tradi¢nimu pilifi intersekciondlni analyzy [viz
Kolarova 2008]), kterd do kaZzdodenniho Zivota tfid, v nichz jsem svij vyzkum
realizovala, intervenovala pfes rodinné zazemi zakfi, jehoz studiu jsem se z di-
vodu bohaté ¢eské akademické produkce na tomto poli nevénovala [napf. Bitt-
nerova, Doubek, Levinska 2011]. Zaci nepochybné méli senzory na rozpoznani
socidlniho statusu rodin svych spoluzakti a v nékterych p¥ipadech majoritni Zaci
pouzivali asociaci mezi romstvim a chudobou ¢i ,,sockovstvim”. Do své materidl-
ni schranky, tj. oblékani, vzhledu a image, ovSem mnozi romsti Z4ci investovali
vice ¢asu i zdroji nez jejich majoritni spoluzéci. Socioekonomické rozdily tak
byly patrné zejména v roviné investic rodin do vzdéldvaciho procesu a aspiraci se
vzdélavanim spojovanych, kterym se ovSem vénovalo dostatek pozornosti jinde
[Marada et al. 2010; GAC 2009]. Ve svém vyzkumu tudiZ nepracuji s intersekcio-
nélni perspektivou v jeji plné sifi.

Z krokd, které jsem dosud podnikla, mohu zaéit tézit nasledovné: vyvaruji
se rozs$ifenym, ale zavadéjicim interpretacim pozice minoritnich zZakt coby , v za-
jeti mezi dvéma svéty” [Gordon, Holland, Lahelma 2007; Nayak 2006], zpravidla
tradi¢nim svétem rodiny a modernim svétem skoly, kulturné deficitnim vysvét-
lenim® ¢i pfedstaveé zdkd z etnickych minorit jako pasivnich obéti opresivnich
struktur. Tato vysvétleni v sobé (v riizné intenzité) skryvaji pasti fixovani, zne-
hybriovani, sjednocovédni, a tudiz esencializovani etnicity a substancializovani
etnickych skupin. Tim zastiraji dynamickou a vynotujici se (emergent) povahu
etnickych vyznami [O’Conner, Lewis, Mueller 2007], aktérstvi (agency) minoritni
mladezZe, stejné jako diference pozorovatelné nejen mezi jednotlivymi socidlnimi
identitami, ale i v rdmci téchto identit.

K metodé: etnograficka reflexe kazdodennosti ve skolni tiidé

Epistemologicka vychodiska prezentovand v predchozi kapitole nachézeji svij
odraz v metodologickém pfistupu, v némz ukotvuji tento vyzkum. Tim je in-
terakcionisticka tradice Skolni etnografie, kterd se zaméfuje na procesy produko-
véani a konstruovani socidlnich identit, statusti a symbolickych fadti ve skolnim
prostiedi [Hammersley, Woods 1984]. Interpretativni interakcionisticka etnogra-

¢ Tyto piistupy obvykle povazuji skolni netspéch etnicky minoritnich zaki za disledek
jejich kultury. Pokud je tato patologizovana, chdpe Mac an Ghaill [1993] zdiiraziiovani
odli$nosti ve vyzkumu etnicky rtznorodych $kol jako novou formu kulturniho rasismu,
ktera se opird o neproblematizované pojeti dominantniho chdpani minoritnich zaka jako
problémovych.
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fie se vyznacuje situovanou ekologii skolni tfidy s déirazem na rtizné kulturni
zdroje vstupujici do socidlnich interakci. Pravé proto vstiebavd podnéty i z ji-
nych etnografickych p¥istupti, napf. zaméfeni britskych kulturdlnich studif na
zakovské kultury a subkultury [Gordon, Holland, Lahelma 2007]. Pravé tento
metodologicky rdmec umoziuje nahliZzet mezietnické vztahy v mikrosociologic-
kém detailu a je tak kompatibilni jak s epistemologickymi ddrazy pfedstaveny-
mi v pfedchozi kapitole (zejm. s pojetim etnicity jako kontextudlné proménlivé,
performované a ustavované kategorie), tak s teoretickymi pfistupy, jeZ prezentuji
v kapitole nasledujici (perspektiva interakénich ritudld, goffmanovsky interakci-
onismus atd.). Své interpretace a zjisténi kontrastuji s poznatky z vyzkumt v ob-
lasti Skolni etnografie etnické diverzity a jinakosti, které a¢ mnohdy zasazeny do
odlisnych paradigmatickych soufadnic (zejména do od sedmdeséatych let na poli
sociologie vzdélavani dominujicich teorif kulturni a socidlni reprodukce) mohou
pfispét k diskusi mych vlastnich pfedpokladti i zjisténi. Silu zvoleného meto-
dologického pfistupu spatfuji zejména v zaméfeni na kaZdodennost. Je to totiZ
kazdodennost, v niZ se nejplasti¢téji projevuji rozmanité vyznamy a interpretac-
ni schémata, kterd jsou s etnicitou spojovdna a proménovana vzhledem ke kon-
krétnim situacim a vztahovym formacim. Releno s Brubakerem [2004] hrozbé
reifikace (neboli zvécnéni) skupinového zdkladu identit mtiizeme efektivné celit
s pomoci mikrointerakcionistickych pfistupti a etnografickych metod.

Pfi studiu performovéni etnizovanych identit je vhodné vyuZzit rozmani-
tosti, kterou etnografie badateli nabizi. Etnografické pozorovani tvofilo zakladni
vrstvu, od niz se odvijela ma pozice i vztahy ve zkoumaném poli. V jeho pribéhu
jsem se nesoustfedila jen na fecené/slysené, ale rovnéz na télesné, emocni a pro-
storové aspekty vztahti a Skolntho déni. Analyza performativniho ustavovani
identit by méla byt citliva k pozicim, télesnym vyméndm, pohybtim, atmosféte ¢i
podobam vzezteni. Pozice déti v tfidnim kolektivu mohou byt zviditelnény skrze
stylizovanad gesta, zptisob piipravy scény [Wulf 2010], miru iniciativy i pasivity.

V obdobi mezi zafim 2013 a ¢ervnem 2014 jsem ve tfidé 8. A strdvila pri-
blizné 90 vyucovacich hodin neztcastnénym pozorovanim a odpovidajici pocet
prestavek, kterych jsem se snazila maximalné vyuzit pro pobyt ve tfidé. Pozoro-
véani protkand fadou neformalnich rozhovort jak s Zédky v priibéhu pfestavek,
tak s pedagogy a feditelem doplnily ohniskové skupiny s zaky, individudlni roz-
hovory s pedagogy (vedeni skoly, romska asistentka, tfidni ucitelky, ucitelé jed-
notlivych pfedmétti, preventistka skoly, vychovnd poradkyné) a sociometricka
analyza tfidnich vztaht. Ve tfidé jsem rovnéz organizovala multikulturni work-
shop s tematikou predsudkti, jehoz aktivity jsem s pomoci zkusenych lektorek
plénovala tak, abych mohla vyuzit vystupy, ale i pozorovani pribéhu jednotli-
vych aktivit k analyze identit a sebepojeti Zakt. V priibéhu vyzkumu jsem pova-
Zovala za vhodné rozsitit repertodr zavedenych etnografickych metod o techniky
nabizejici vy$si miru participativity Gcastnikiim vyzkumu (napf. multikulturni
workshop, ohniskové skupiny). V rdmci téchto aktivit maji Zaci vétsi kontrolu
nad dénim a mohou vyraznéji ovliviiovat jejich priibéh neZ napft. v pfipadé indi-
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vidudlnich rozhovort [Hennessy, Heary 2005]. Situace, v nichZ jsou Zaci obdateni
vy$si mirou iniciativy, je zpravidla bavi, protoZe pro né predstavuji preruseni ru-
tiny kazdodenni vyuky, ddvaji jim prostor pro sebevyjadfeni a sebereflexi. Dliraz
na pozorovani kazdodennosti proto kombinuji s nastolovanim urcitych kazdo-
dennost narusuyjicich vyzkumnych situaci s cilem rozmélnit existujici asymetrie
mezi mnou jako vyzkumnici a zaky. Uziti participativnéjsich metod déti vytr-
hava z pozice pasivnich objektti védy a dohledu dospélych autorit. Tento dtiraz
je charakteristicky pro celé etnografické paradigma, které usiluje o porozuméni
zkusSenosti vyzkumnika i zkoumanych, které je v zasadé dialogické a herme-
neutické.

Kombinace rtznych druhti pozorovéani s dalsimi etnografickymi metoda-
mi pfedstavuje rovnéZz vyhodu v podobé triangulace dat, tedy zajisténi validity
zjisténi skrze pouziti rliznych zptisobti technik jejich sbéru. Pfi interpretovani
pozorovanych etnografickych situaci mi ¢asto pomohly vypovédi a situace, které
mély svtij ptvod v jinych datovych zdrojich v jinych ¢asech. Tento proces zaloZe-
ny na kontrastovani riznych datovych zdroj vedl k promysleni alternativnich
interpretaci pozorovanych vztahovych struktur a vzorcti chovani. Praveé vyzkum
pratelstvi a vrstevnickych skupin, které jsou proménlivé, vyzaduje stfidani si-
tuacnich kontextti, reflexi miry pfijeti a pfistupu k jednotlivym skupinam ze stra-
ny vyzkumnice i potfebnou ddvku ,boje se samoziejmosti”, napt. s uplatiiova-
nim majoritni perspektivy na p¥islusniky minorit nebo pfebirdnim chlapeckého
pohledu na divky apod. [Delamont 2014]

S ohledem na omezeny rozsah textu vytézuji jen vysek z bohaté skaly et-
nografickych dat, které jsem v prtibéhu vyzkumu ziskala. Podrobné se nezaby-
vam vypovédmi uciteli z individudlnich rozhovorti ani pozorovanimi ziskany-
mi pii pfileZitosti projektovych dni (s vyjimkou zminovaného multikulturniho
workshopu) ¢i celoskolnich akcei. Tento text cerpd prevazné z pozorovani interak-
cf mezi zdky ve tridé, které jsou déle kontextualizované skrze jejich vypoveédi
v ohniskovych skupindch a skrze interakce mezi zdky a uciteli ve vyucovacich
hodinéch.

Jak se déla etnicita: etnicita v ritualizovanych pfedstavenich

Pokud nahlizime etnickou identitu jako produkovanou v interakcich, mtize nam
vyhovovat pfedstava etnicity jako néceho, co délame, spis nez néceho, ¢im jsme
[Nayak 2006]. V interpretativni etnografii se 1ze ¢asto potkat s metaforou kazdo-
dennich predstaveni, v nichZ se pfedvadéji identity, role a riizné formy p¥inéleZe-
ni. Smyslem nésledujicich fadek bude pfedstavit koncept kazdodennich ritualt
ve Skolni tfidé a jeho vazbu na pojeti etnicity coby symbolicky performované.
Pravé v pribéhu ritudld se totiz, jak tvrdim, obnazuji a zesiluji kulturni vyznamy
spojené s riiznymi socidlnimi statusy aktérti a dochdzi k performovéni sdileného
symbolického védéni. Jsou to pravé kazdodenni Skolni mikroritudly, v nichZ se
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odehrava prace na vytvareni komunity a kde se symbolicky potvrzuje nebo vy-
vraci pozice jedince v urcité struktufe vztaht [Quantz, O’Conor, Magolda 2011].7

Goffman [1967] pfebird Durkheimovo klasické pojeti ritualu coby mechanis-
mu sdileného emocniho i kognitivniho zaméfenti, jeZ produkuje solidaritu a sym-
boly skupinového ¢lenstvi, a rozsifuje jej na kazdodenni interakce tvari v tvar.
Interakéni ritudly maji v jeho pojeti charakter ceremonidlnich aktii, v nichZ je
performovan respekt vii¢i posvatnym objekttim, kterymi jsou v podminkdch mo-
dernity zpravidla samotni jedinci, respektive jejich socidlni tvate. Ritualy obvykle
nemaji instrumentdlni funkci. Slouzi k potvrzeni statusti, konstituovani hranic,
vyjadreni a vytvafeni identit, projevovani vzajemnosti, k oceniovani i pokofovani.
Pro ritualizovana pfedstaveni je zaroven charakteristické to, Ze jsou nékym pozo-
rovéna, ze jsou hrana pro publikum. V tom spociva jejich performativni rozmér.

Ve skolnim prostfedi se ritualizovana setkani vyznacujf jednotnym kogni-
tivnim a vizudlnim zaméfenim pozornosti ve fyzické spolup¥itomnosti, sdilenou
néladou, silicimi pocity solidarity vtélenymi do symbolii a rostouci emocionalni
energii, kterd muiZe vyustit v pocity vtaZzeni (flow) [Collins 2004; Turner 1991].
V ptipadé interakci ve Skolnim prostfedi pfitom mtizeme mluvit spiSe o ritua-
lizacich neZ ritudlech, protoZe jejich symbolicky vyznam je u aktérti zpravidla
neuvédomovany, skryty. Kas¢dk [2010] chdpe ritualizace jako symbolicky redu-
kované formy ritudlt, které postradaji exkluzivitu ,velkych” ceremonialnich
udalosti a jsou charakteristické repetivitou a formalizovanosti. Ac¢koliv emoc¢ni
vtazeni zde nebude zdaleka tak intenzivni jako v p¥ipadé rockového koncertu
nebo kolektivni modlitby, mtizeme jej empiricky rozpoznat podle rytmického fy-
ziologického sladéni tél [Collins 2004]. Jedinci se dostavaji ,na spole¢nou vinu”,
,ladi se na sebe”, coz je pozorovatelné skrze jejich synchronizovanou rytmiku.
Chce-li jedinec vyniknout v interakénich ritualech ve vztahovych sitich, musi je
co nejvice nabit emocemi. Pokud se snazi ziskat reputaci a udélat dobry dojem,
musi se pokusit o viditelnou a vyraznou akci, ,,intenzivni situa¢ni dramatizaci”,
coz podle Collinse [ibid.: 275] o teenagerech a prislusnicich etnickych minorit
plati dvojnasob.

Néktefi autofi se zaméfuji na ritualizované formy jednani, jeZ se odehravaji
na fyzickych a symbolickych prazich (v pfechodech mezi prostory, socidlnimi
statusy a skupinami) v kaZdodennosti Skolniho Zivota. Gohlich a Wagner-Willi
[2010] se orientuji na analyzu ritudlné pfechodovych fazi, zejména na pfechody
z zékovské role do role kamaradské a pfechody mezi rliznymi prostory a situ-
acemi. Vyzkumnici si v8imaji pfedevsim hrani¢nich oblasti — pfechodti z hodi-
ny na pfestavku a naopak, z prostoru tfidy na chodbu, stejné jako i pfechodti
mezi détstvim a teenagerstvim nebo etnickym némectvim a migrantskou identi-

7 Perspektivu interakénich ritualt bliZeji pfedstavuji v textu ,Ritudly s ,témi druhymi”:
perspektiva interakénich ritudli ve Skolni etnografii etnicky rtiznorodych tfidnich kolekti-
vii” [Obrovska 2014], kde podrobné prezentuji vychodiska jednotlivych teorii interakénich
ritualt a diskutuji jejich analytické moZnosti pfi studiu etnicity ve Skolni etnografii.
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tou. Zajima je dramatickd kompozice téchto prechodti, gest a pomficek, kterych
aktéti vyuzivaji. Zachycuji rovnéz silu gest symbolizujicich rezistenci rtiznych
déti k dominantni struktufe Skolniho spolecenstvi a performance subkulturni
¢i vrstevnické struktury. Pfechodové ritudlni fize umoziuji zachytit, jak si dany
zak vzhledem ke Skolni komunité stoji, jakd je jeho pozice. Zviditelfiuji a vytycuji
se zde socidlni hranice podle riznych stratifikujicich kategorii, jakymi jsou vék,
prislusnost ke konkrétni tfidé nebo etnicita. Pfechody mezi rliznymi ¢asovymi
a fyzickymi prostory mohou poskytovat pfilezitosti pro ustavovani prchavych
liminalnich okamzikd [Turner 2004], které umoZznuji rezistenci proti ustavenym
hierarchifm.

Ve skolnim prostoru mutizeme pozorovat dvé zakladni kategorie ritualt
a ritualizaci — jsou to ty vice spontdnni formy odehravajici se béhem pfestavky
v rdmci vrstevnické struktury bez p¥itomnosti dospélych aktéri a ty, které se
objevuji béhem vyuky a jsou svou povahou instituciondlné formalizované, plano-
vané a podprahové pfenaseji expresivni hodnoty a skolni kulturu, aniz by to bylo
jejich tcastniky reflektovano [Bourdieu, Passeron 1990]. Z analytického hlediska
je strategické nahliZet jednédni aktérti v pribéhu pfestdvkovych i vyukovych ri-
tudld ve vzajemné souhfe, jakkoliv je nutné pamatovat na odlisnost vyukového
a vrstevnického fadu, které miizeme chdapat jako rtizné interakéni fady, ale taky
jako rtizna socialni a mocenska pole [Bourdieu 1998].

Perspektiva interakénich ritudld pfedstavuje socidlni ja jako promeénlivy
performativni produkt. Jde o ,produkt vystupu, jeho vysledek, a nikoliv jeho
pfi¢inu (...) jde o dramaturgicky efekt, ktery rozptylené vyplyva z prezentované-
ho vystupu” [Goffman 1999: 243]. Na nasledujicich strandch se budu vénovat roli
etnicity v takovych pfedstavenich.

Etnicita ve vrstevnické struktufe: od propadlikii k ,Roma free style”
frajeram

V etnografii etnicky a jazykové riznorodych populaci se postupné prosazuje za-
méfeni na vyznamy piipisované etnicité v kazdodennich interakcich ve skolnich
kolektivech [Barron 2007; Deegan 1996]. Vystupuje tu vyznam pojeti pfatelstvi
jako kolektivniho kulturniho procesu, kterému je tfeba zejména v multietnickém
kontextu desegregované tfidy vénovat zvysenou pozornost. Etnickd identita je tu
okamZikem v socidlné interakénim procesu, protoZze jeji explicitni védomi a vy-
jadfovani je spiSe ojedinélé. Vrstevnickd kultura je podobné jako oficidlni kultura
gkolni pIna nejrtiznéjsich ritualizovanych vzorcti chovani [Grugeon 1993]. Zéci
v ni nachdzeji materidlni a symbolické zdroje pro konstruovani identit, jejich vy-
jednavani a ztvdrnovani [Mac an Ghaill 1998].

8 Presto se kvtili rozsahu tohoto textu omezuji pfedevsim na ritudly a ritualizace odehré-
vajici se v pribéhu prestavek.
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Pratelské aliance a uskupeni byly ve tfidé, v niZ jsem provadéla vyzkum,
strukturované zejména podle etnicity, genderu, véku, socidlni tfidy a Skolnich
ne/uspéchi. Rozdily, které se do vztahové sité tfidy otiskly, nejsou pfitom esen-
cidlni v tom smyslu, Ze by k nim Zaci pfirozené tihli. Jsou daleko vice disledkem
naturalizovanych socidlnich norem [Jarkovska 2013]. Na etnicité, rase, genderu
ani détstvi neni nic univerzédlniho. Podle Connollyho [2008] jde o rtizné socidlni
osy, které jsou konstruované v zavislosti na case, kontextu, politickych a ekono-
mickych sildch. Pokud tedy budu zachycovat naptiklad svébytné vztahové dyna-
miky div¢ich a chlapeckych skupin, neznamend to, Ze chapu genderové déleni
vrstevnické kultury jako dané a neménné. Prételstvi je odrazem matice hluboce
usazenych odlisnosti, které strukturuji fyzicky i socialni prostor tfidniho kolekti-
vu. To ale neznamend, Ze se tyto odlisnosti nemohou protinat a potkdvat na prvni
pohled necekanym zptisobem. Empirickou zkusSenost homogenity formovanou
napf. i etnicitou nelze pfipsat na vrub jejich esencidlni povaze uz jenom proto, Ze
se méni s ohledem na pozorované druhy aktivit a situaci.

Brzy po svém pfichodu do tfidy 8. A jsem pozorovala déleni zakii do pre-
stavkovych alianci, které se zddlo mit co do¢inéni s etnicitou. T¥{dni ucitelka lo-
kalizovala mé pozorovaci stanovisté v podobé skolni Zidle do zadniho levého
rohu tfidy. V pribéhu pfestavek ¢ast Zactva setrvdvala v bezprostfednim oko-
li svych lavic, vétsi skupina tvofend majoritnimi Zédky se koncentrovala kolem
pravého rohu piedni ¢asti tfidy. Pfesné na opacném konci tiidy v blizkosti mé
zidle postavali u okenniho topeni ¢tyfi romsti chlapci s ob¢asnou pfitomnosti
dvou majoritnich chlapcti a s nepravidelnymi ,navstévami” romské divky Klary
a jejich majoritnich kamaradek Zuzky a Nikoly. Nejen dilem ndhody (tj. diky
mému nedobrovolnému, ale jak se zdhy ukdzalo vyhodnému usazeni do tohoto
centra dénf),’ ale i diky intenzité ritualizaci pfitomnych v této skupiné a domi-
nantnimu postaveni nékterych jejich ¢lenti v kontextu celého ttidniho kolektivu
zacaly v mych terénnich pozndmkach detaily z interakci prdvé mezi témito zdky
zapliovat vyrazny prostor. Tato kumulace romskych zaki v prostoru neodrazela
jen vzorec sluéovani piitomny vyhradné v kmenové tiidé. Umorné vedro, kte-
ré provazelo jednu z mych tydennich terénnich navstév Skoly, mi v nenaplnéné
snaze pedagogtl najit chladné&js$i ucebnu ¢i stin v rohu skolntho hfisté odkrylo
pretrvavéni téchto kamarddstvi v riznych prostorovych kontextech skoly.

Nebyla to ale jen stejnorodost dana etnicitou, kterd umocriovala vzdjemnou
socidlni a fyzickou blizkost. Byla to taky intenzivni zkusenost byt netispésnym
zékem institucionalné stvrzend spole¢nym propadnutim vSech romskych chlap-
ct. Pravé propadnuti, jak jesté budu ilustrovat pozdéji v tomto textu, predstavuje
mobilizaci a akceleraci vSech os odlisnosti a procesti vylucovani, které se zasad-

? Kvtli rozsahu textu se zde nevénuji konzistentné etickym dilemattm vyzkumu, kterych
pfibyvalo s kazdou mou dalsi navstévou tiidy. Jednim z nich byla invazivni povaha mych
pozorovani, které jsem celila opusténim prostoru ve chvili, kdy se ma p¥itomnost zdala
vyrazné narusovat jindy hladky prtbéh rozhovort a interakci.
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né odrazeji ve vztahové dynamice tfidy. Nizky Skolni profil spolu se socidlnim
zdzemim' puisobil jako tmel nejen mezi romskymi chlapci, ale pfiblizoval k této
teenagerské skupiné i majoritni divky Zuzku a Nikolu, které rovnéz v minulosti
propadly, a majoritniho chlapce Petra, ktery platil za tfidniho Saska. Petr mél nej-
vétsi kazeniské problémy z celé tfidy, coz jsem p¥icitala na vrub jeho Saskovskému
statusu, ktery se projevoval neustdlou inverzi ve tfidé p¥itomnych symbolickych
vyznami a zpochybiiovdnim ustavenych hranic. Petr neiritoval pedagogy jen ne-
ustdlym vyruSovanim v hodindch a otevfenymi rezistencemi vii¢i plnéni svych
povinnosti. Provokoval i tim, Ze svym jednanim piehraval znaky, které byly ve
tfidé spojovany s Romy. Takto performované romstvi pfitom v Petrové poda-
ni ptisobilo vulgarizované a spocivalo v okatém pouzivani romského osloveni
,more” a romského etnolektu, ktery se misty u romskych zakd objevoval, hy-
perbolickém imitovani intonace jejich mluvy a nadmérném pouZivani sprostych
slov. Byl to taky Petr, kdo poukazoval na etnické rozdily v ramci t¥idy, kdyz vy-
myslel rasistické prezdivky svym romskym kamardddm (napf. negr).

Krom Petra to byl i Leo$, kdo se kolem party pfevazné romskych chlapci
pohyboval. Zpocatku jsem nevédéla, pro¢ LeosSe, ktery se svym vcelku dobrym
prospéchem i stfedostavovskym rodinnym zdzemim patfil k priamérnym Zz&-
ktim t¥idy, tato parta lakd a proc¢ se nezafadi k vétsiné t¥idy, kterd do kontaktu
s romskymi chlapci pfili$ iniciativné nevstupuje. Postupné jsem si vsimala jeho
specifického zapojovani do ritualizovanych aktivit. Jeho kontakty nevykazovaly
znaky hore¢naté snahy chlapce napodobit az triumfovat, jak bylo patrné u Pet-
ra. Leo$ si svou pozici a potiebny socidlni kapital ziskaval spi$ technologickou
investici do vzdjemnych vztahti, protoZe jako jediny disponoval tabletem, ktery
pouzival k pousténi hudby a videoklipti. Leo$ ukazoval jak na plasticitu déleni
zékovskych vztahti podél etnické linie, tak na skute¢nost, Ze interakce v prevazné
romské parté mély pro mnohé dalsi zaky vysokou symbolickou hodnotu.

V mych etnografickych pozorovénich se jako signifikantni jevily rituali-
zované aktivity mezi romskymi chlapci. Interakéni mikroritudly tu byly casto
zaloZzené na subkulturnim hiphopovém stylu, ktery nesl etnizované rysy. Sotva
vyucujic zmizi ze t¥idy po zazvonéni, Filip vytahuje telefon a Marek mobilnf re-
produktor a pousti hlasitou hip hopovou hudbu. Spolu se svymi nejoblibenéjsimi
free style tane¢niky Les Twins" rapuji pasdZze songti, tancuji, rdiznymi gesty jako

10 Vsichni tito Zaci pochazeji ze socidlné slabych rodin. Rodi¢e vétsiny romskych zaka
nepracuji. Nikol Zije pouze s matkou, jejiz vychovu tfidni ucitelka hodnotila jako
nedostate¢nou (,,na déti nestaci”), a jako jedind majoritni Zacka dochazi kvali doucovani
do nizkoprahového zafizeni zfizovaného neziskovou organizaci, kam dochazi i vétsina
jejich romskych spoluzaki.

1" Na hudebni scénu v Cesku v poslednich letech proniklo nékolik romskych rapert, ktei
tematizuji své zkuSenosti Zivota ve vyloucenych lokalitdch ¢i ¢asto prozivanou stigmati-
zaci. Kromé osobni vypovédi podle Radostného [2008] ale romsky hip hop zejména pro-
stfednictvim videoklipti piekypujicich drahymi auty, obleCenim a zlatymi fetézy nabizi
symboliku tspéchu, moZnost distancovat se od statusu ,,socky”.
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by rozfezavali rukama vzduch v pravidelném rytmu, pies rty protlacuji zvukové
beaty, sladéné sehravaji synchronizované sety. SounaleZitost si projevuji fyzicky.
Dlarn dopada na dlari, nohy se do sebe zaplétaji. Ksiltovky se v mimetickém na-
podobovani pootaci ve stejném tihlu. Na vtefiny tu zavladne vzruseni, vytrzeni
z nekonec¢né nudy a uspdvaci atmosféry pétactyficetiminutovych hodin, eskalace
emocionalni energie. Dil¢i mikroritudly (tanecni sety, zptisob obleceni) se vztahu-
ji ke kulturnimu kédu, z néhoZz vychézejici symbolické vyznamy spojené s riizny-
mi identitami (Roma, rapera, tane¢nika apod.) tito chlapci aktualizuji ¢asto v Zi-
voté mimo Skolu. Obliba tance a rapovani u téchto chlapcti odkazuje k tomu, co
McLaren [1999] oznacuje jako pouli¢ni stav (street corner state), tedy k interakénim
vzorcim charakteristickym pro Zivot tam venku na ulici, mimo instituci skoly.
V ritualizovanych situacich v pribéhu pfestdvek se mohou objevovat kulturni
znaky, jeZ se projevuji napf. ve zplisobu mluveni (romsti chlapci za¢nou pouZzivat
romské osloveni more, které v komunikaci s uditeli a s vétsinou majoritnich spo-
luzaki nepouZivaji), interakénim stylu (pozdravy, gesta) ¢i ve formé kulturnich
inverzi. Pravé diky vzajemnému posilovani kontrakulturniho aspektu kultury
mladych, etnicky minoritnich a socidlné znevyhodnénych mohou nést interake-
ni ritudly rezistentni potencidl. Nejsou to jen Les Twins, kteff reprezentuji zanr
globalizované komercni etno worldmusic, zaloZené na mistrovském zvladnuti
free stylovych tane¢nich postupt, ale taky slovensky raper Rytmus a jeho sku-
pina Kontrafakt, ktef{ patfi k oblibenym interprettim romskych chlapcti. V jejich
textech a klipech je znatelné opovrzeni vii¢i gadziim," identifikace s etnickymi
vyloucenymi ¢tvrtémi (napf. klip k songu ,,Cigansky sen” Rytmus natocil v new-
yorském Bronxu) a silnd prezentace maskulinni identity. BEhem multikulturniho
workshopu na téma piedsudkd, ktery jsem ve téidé realizovala ve snaze zachytit
predstavy zakt o jejich identitach, romsky chlapec David zapsal do svého erbu,
ktery mél vystihnout jeho osobu, shluk pismen JBMNT. Jak jsem pozdéji zjistila,
jde o pisert Kontrafaktu, v niz se nescetnékrat opakuje slogan , Jebem na to”. Dalsi
Sifrou byla zkratka TGOD, ktera v pisni jednoho rapera znamena ,Taylor Gang
Or Die”, tedy, volné pieloZzeno, ,bud se pridej k naSemu gangu, nebo umfi”.
Podobnych symbolickych odkazti, napf. v podobé nédpist na rukou, na lavicich
a v sesitech téchto zakt, jsem v pribéhu vyzkumu zaznamenala celou fadu.
Ditiraz na obleceni a styl u romskych chlapcti se ¢asto zviditeltioval v ri-
tualizovanych pfechodech na fyzickych prazich, napf. pfi vstupu z chodby do
prostoru tfidy. Byli to opét zejména romsti chlapci a tfidni Sasek Petr, kdo pattili
k chronickym ,zapomnétliveiim” preztivek. Ve Skole se totiz vyzadovalo, aby
si Zaci nenechdvali pfeziivky v Satndch, ale aby si je nosili kazdy den z domu.
Filiptiv a Marktv vstup do tfidy byl charakteristicky ¢astymi pozdnimi p¥icho-
dy, za coz oba dva dostali v pololeti napomenuti tfidni ucitelky, ponozkami na
nohéach a dlouhym setrvdvanim v bundé s nasivkami a s ksiltovkami na hlavé.
Pfi pozdnich prichodech do skoly se chlapci vymartiovali z disciplinace zaloZe-

N

2 Vyrazem ,,gadZo” oznacuji Romové piislusniky majority.
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né na plisobeni fyzického usporddéani a architektury Skoly, napf. vyhnutim se
prichodu satnou, kterd md vést k regulaci télesnych projevi [viz Kas¢ak 2006],
¢imz zesilovali liminalitu pfechodt z pouli¢niho stavu do stavu studentského.
Velkou vahu prokazatelné pfisuzovali stylu (napt. noseni ksiltovek), ktery je rov-
né7 interakénim ritudlem, protoZe vyjadiuje skupinovou identitu. Receno s po-
moci metafory divadla je obleceni kostymem, v némz aktéfi hraji sva predstaveni
[Quantz, O’Connor, Magolda 2011]. Noseni ksiltovek je zdroveri mozné chapat
jako vyraz ritualizované rezistence, kterou se teenagefi vymezuji vii¢i zakazu no-
Seni pokryvek hlavy ve skole a zdroven utuzuji vzdjemnou solidaritu. Gohlich
a Wagner-Willi [2010] pozorovali, Ze zejména Z4ci, ktefi se se Skolou p¥ili§ neiden-
tifikuji, ztistdvaji ve venkovnim obleceni (napf. v bundé ¢&i s ksiltovkou na hlaveé)
co nejdéle. Jakoby zde ztistavalo silnéjsi spojeni s Zivotem mimo Skolu.

Fotbal byl dalsi vyrazné ritualizovanou aktivitou, kterd pro romské chlap-
ce predstavovala prostor ke kolektivnimu sebeprojevovani a prozivani radosti
v télesné synchronizovanych aktivitdch. Fyzickd souhra je defini¢nim znakem
sportovnich her. V p¥ipadé romskych chlapcti ale neslo jen o vyplil volného ¢asu
hrou, jak jsem mohla pozorovat tu a tam u nékterych divek, které ve volné nebo
suplované hodiné zasedaly ke kartdm nebo hie , jméno, zvife, véc”. Soucasti hra-
ni fotbalu byla performance statusu tispésSnych sportovct, ktefi na kratké pfestav-
kové minuty mohou vyuzivat tfidni prostor pro své vlastni zajmy. Hra tak casto
nabyvala pompéznich a adrenalinovych rozmérti a mi¢ létal tésné nad nékterymi
hlavami pfes celou tfidu, aniz by vSak nékdy nékoho zasahl. Identita fotbalistti
nebyla utvéfena jen skrze hrani fotbalu, kdy a kde to jen $lo (v u¢ebné, na chodbé,
na Skolnim dvofe). Fotbal se taky stdval pfedmétem fady rozhovord, které zesili-
ly se zac4tkem mistrovstvi svéta, kolektivné se Cetl casopis Sport GOOOL! a u né-
kterych klukt se na rukédch objevovaly propiskou napsané a peclivé obnovované
napisy CR7,” které odkazovaly k identifikaci s velkymi fotbalovymi celebritami.
Filip si pravidelné nosival do tfidy velkou sportovni tasku s vybavenim na fotba-
lové tréninky, ¢imZ demonstroval vahu, kterou p¥ikladal své identité sportovce.
Taska s oble¢enim, kopackami a deodorantem ve Filipové pfipadé fungovala jako
vyrazny symbolicky a biograficky pfedmét.

Ve vybranych etnografickych situacich romsti chlapci performuji etnizované
maskulinni a subkulturni identity formou rtznych interakénich ritudlt a rituali-
zaci, jeZ jsou soucasti jejich pfestavkové kultury. Déje se tak v ramci free style in-
terakéniho fadu, formou hiphopového subkulturniho stylu ¢i béhem hrani fotbalu
a prezentovani identity sportovce. Dil¢i prvky téchto ritualizaci rovnéZ vystupuji
na povrch v pfechodech mezi socidlnimi statusy na fyzickych prazich. V téchto
situacich posiluji romsti chlapci svou vzajemnost a upeviiuji pozici ve vrstevnické
struktufe vztaht ve 8kolni tiidé. Casty vyskyt interakénich ritudlt u této skupiny
z&kt chapu v souvislosti s jejich slabymi Skolnimi vysledky. V prtiseicich mezi

3 CRY7 je pfezdivka a zkratka Cristiana Ronalda, fotbalového hrace, ktery obléka dres $pa-
nélského fotbalového muZstva Real Madrid a portugalské reprezentace.
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nizkou legitimitou, kterou byli romsti Zaci obdafeni v ramci svych zakovskych
roli, a vysokou legitimitou v rolich kamaradskych, kterou si budovali zejména ve
vzdjemnych vztazich, ale i v rdmci $irsi tfidni a Skolni kolektivity [srov. Russell
2011], se odkryva ambivalentni povaha ptisobeni etnicity ve skolnim kolektivu.
Jsou to velmi ¢asto Zaci z etnicky minoritnich skupin a Zaci s nizkym socidlnim
statusem, kteff nejsou tspésni ve skolni soutézi o symbolické statky v podobé
dobrych zndmek, a proto hledajf jiné zdroje moci a dcty [Connell 1989]. Marek
a Filip se v tanec¢nich setech situovali do centra pfestdvkového déni, ziskavali si
popularitu i respekt. David se skrze ndpisy na rukou, kterym rozumeéli jen ,,zasvé-
ceni”, prezentoval jako raper. Hranim fotbalu chlapci demonstrovali své hrac¢ské
kompetence a velkou angaZovanost v maskulinni sportovni kultufe. Jak budu dale
ilustrovat, o co silngjsi postaveni néktefi romsti chlapci mezi vrstevniky zaujimali,
o to slabéji se identifikovali nebo byli identifikovani ostatnimi jako tispésni Zaci.

Pupenda, zatyldky a reprezentanti: o prisecicich genderu a etnicity
v tfidnim kolektivu

V pfedchozi kapitole jsem ilustrovala, jak byla etnicita v kamaradské skupince
prevazné romskych chlapcti mediovand skrze projevy subkulturniho stylu. V na-
sledujicich odstavcich ukazu, Ze pozice etnicky minoritnich zakd je jak ve vrstev-
nické struktufe, tak ve vyukovém fddu ambivalentni s ohledem na jejich gender,
ktery je soucasné chapan jako zdroj konfrontaci a problémti, zaroven je ale exo-
tizovan a jeho projevy jsou v nékterych situacich skolniho Zivota potvrzovany
a ocenovany.

Navédzu zde na sportovni a raperské znaky identit romskych chlapcti, je-
jichz ritualizované pfedstaveni (performance) jsem zachytila na pfedchozich
strandch. Bylo evidentni, Ze sport spolu s tane¢nimi a hudebnimi kompetencemi
patfi k tém aktivitim romského Zactva, pfes které se Skola k romskym zakam
instituciondlné vztahuje a ¢asto je oceniuje. To se déje jednak oficidlné, kdyz Filip
a Marek dostali v pololeti ocenéni za reprezentaci skoly na sportovnich soutézich
nebo kdyz se na webovych strankach skoly v kratkych aktualitdch zmifiuji Gspé-
chy zaka ve florbalu, fotbale ¢i vybijené, mezi nimiz jsou romsti zaci vzhledem
kjejich celkovému poctu ve skole nadreprezentovani. Déje se tak ale i v priibéhu
vyuky, kdyz ucitelé tematizujf tyto aktivity, a to i v situacich vyhrazenych spise
pro témata akademicka.

V dnesni hodiné déjepisu se pan ucitel pta, kdo chybi. ,Klara, dal Marek, ten se uz
pfipravuje na fotbal. Kdo vyhraje, Filipe?” ,Némecko,” odpovida Filip. ,A komu ty
fandis?” ,Brazilii.” U¢itel po té, co zapiSe absence do tfidni knihy, za¢ne uzavirat
znamky, protoZze se blizi konec skolnfho roku. Kdyz dojde k Filipovi, pté se: ,Budete
hrat o vikendu zapas?” ,Ne, ndim uz skoncila sezéna. Ale jeden jesté jo tak za tfi
tydny.” Na fe¢ o zndmce, kterou Filip dostane na vysvédceni, uz nedojde. (terénni
poznamky, 12. 6. 2014)
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V této promluvé ucitel zvyznamiiuje identitu fotbalového hrace a fanouska
u Marka i Filipa. Pfedpoklddd a priori, Ze fotbal je stéZejnim tématem pro oba
chlapce. Marek md podle néj kviili sledovani fotbalu meskat ve skole, s Filipem
se pousti do kratké konverzace o fotbale v situaci, kdy s ostatnimi zdky diskutu-
je zndmky na pololetni vysvédceni. Upozadnéni Zdkovské identity ve prospéch
identity fotbalisty v situaci vyhrazené k pedagogickému hodnoceni ukazuje na
etnizovand ocekdvani pedagogy vznasSena k romskym chlapctim. Podobnym
zpusobem lze interpretovat i ndsledujici situaci z hodiny némciny, v niz ucitel-
ka vyzdvihuje rap jako doménu romskych chlapcti, z niz vylu¢uje majoritntho
chlapce Karla.

V hodiné néméiny se Zaci maji naucit vyslovnost némecké abecedy prostfednictvim
opakovani pisnicky z nahravky, kterd ma rapovy rytmus. Ucitelka vyzyva Filipa
a Marka, aby pisnicku jesté jednou sélo zopakovali, pfi¢emz piedpoklada, ze to
jsou pravé oni, kdo v rapu dosahuji nejvyssich kvalit. Pfitom Karel se taky snazi

iz

némecky rapovat, ucitelka jej ale pfehliZi. (terénni poznamky, 28. 1. 2014)

Za nékolik tydnti poté jsem byla opét v hodiné némciny svédkyni toho, jak
ucitelka certifikuje hudebni kvality Marka, kterého si ale, jak se ukazalo, spletla
s jinym romskym chlapcem Jozkou z jiné tfidy, ktery mél tiidajné nejkrasnéji ze
vsech zazpivat néjakou némeckou piseri. V hodinach hudebni vychovy jsou rom-
$ti chlapci ¢asto situovani do pozice nejlepsich raperti a tato identita je ucitelkou
uprednostriovdna pfed vSemi jinymi moZnymi statusy.

Dynamika etnizovanych pfedpokladi byla patrna i u majoritnich chlapct,
ktefi v ohniskové skupiné nejprve ocenuji, Ze jejich romsti spoluzaci reprezentuji
Skolu ve sportech.

Vyzkumnice: Mé by zajimalo, jak podle vas funguje souZiti v té tfidé s romskyma
déckama. A co na tom vnimaéte jako podstatny nebo dilezity?

Jirka: Tak dtlezity je to, Ze hodné hrajou (...) reprezentujou skolu vétsinou. Florbal,
ve fotbale a tak.

Vyzkumnice: TakzZe to vniméte jako...

Jirka: Jako dobré, no.

Vyzkumnice: Jako dobry. Jdou jim teda hodné tady ty sporty, jo?

Jirka: Z ulice.

Vyzkumnice: Jo z ulice. Sporty z ulice. Nékdo néco dalstho? Tome tfeba? Co vidi$ na
tom podstatnyho? Nevis. Dominiku?

Dominik: Tak asi Ze maji snahu tu 8kolu reprezentovat. No alespori néco, kdyz se uz
nechcou ucit. (ohniskova skupina 8. A, 12. 6. 2014)

Podobné jako ucitelé se i chlapci v této vyméné pozitivné vztahuji ke kom-
petencim romskych chlapcti ve sportech. Toto pozitivni hodnoceni mé svdj proti-
pol, protoZe je vymezovano ve vztahu k tomu, co tito chlapci tidajné neumi (neuci
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se). Jednozna¢nému ocenéni sportovnich vykont, kterych romsti chlapci dosahu-
ji, ovSem brani majoritnim chlapciim zejména skutecnost, Ze identitu sportovci
chépou jako soucast maskulinity, kterd je v jejich perspektivé vyrazné spojena
s fyzickou silou. A pravé ta je majoritnimi chlapci interpretovana zna¢né ambiva-
lentné. Pozdéji ve stejné ohniskové skupiné majoritni chlapci hodnoti své romské
spoluzaky jako problematické a zmifiuji, Ze je tito v minulosti fyzicky napadali.

Jirka: No tak, tfida je v pohodé, ale kazi ju hodné Petr a Cigani. (ostatni se sméji
a usklibuji se: ,Romové”) A jinak jako v pohodé.

Vyzkumnice: Hm. No, Tome?

Tomas: No, ja si taky myslim, Ze nds$ kolektiv kazi Petr a Romové.

Vyzkumnice: V ¢em to kazi? (...)

Tomas: Ze jako délaji bordel v téch hodinéch a tak.

Vyzkumnice: Jo, takZe délaji bordel, jsi fikal. Nebo?

Jirka: No. Romové ani tak ne, to spis ten Petr to kazi. Tedka, jak jste tam nebyla, tak
tplné se hadal s ucitelkou.

Vyzkumnice: Hm. (...) Takze délat bordel, jestli tomu dobfe rozumim, je to, Ze se
nékdo dohaduje s ucitelema.

(ptizvukuji, Ze ano, dél uvadéji: neumi se chovat, urdzeji ucitele)

Vyzkumnice: Neumi se chovat ve vztahu k ucitelim. Jo. A kdyZ to vezmu ve vztahu
mezi vdma, tak to znamena co? Jak se to projevuje? Ze tfeba ten Petr, nebo vy jste
fekli Romové, to miizeme pak rozebrat vic, kdo to pfesné je, jestli jsou to vsichni
Romové, nebo jen néktefi. Tak co to znamend, Ze délaji bordel?

Tomas: Oni nds urdZzi a tak.

Jirka: Sikana? Ale to uz bylo kdysi. To uz neni tedka.

Vyzkumnice: A jak to bylo teda kdysi, ta Sikana? Vzpomnéli byste si na néco konk-
rétniho? Co to znamena diiv?

Jirka: Minuly rok jesté?

Vyzkumnice: Minuly rok, fika teda Jirka a Dominik. A ¢im to bylo zptisobeny nebo
v ¢em spocivala ta Sikana?

Tomas: Délaly se pupenda.

(smich)

Vyzkumnice: Pupenda? Co to je?

Jirka: Odhrnou bficho a daji minci na bficho. (ohniskové skupina 8. A, 12. 6. 2014)

Tenze vyvolané soubéznym obdivem i opovrzenim vii¢i maskulinité rom-
skych chlapcti se v ohniskové skupiné projevily problematizaci jejich fyzické sily.
Promluva ukazuje, Ze se performance maskulinity romskych chlapcti mimo si-
tuace k tomu skolou vyhrazené (napt. sporovni klani ve florbalu) mtize stat pred-
meétem konfrontaci. Majoritni chlapce ldka a svadi, protoze fyzickd sila chlapce
obdafuje zna¢nou mirou symbolického kapitdlu, citi v ni ale i zdroj ohroZeni
vlastniho maskulinniho statusu.
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Jirka vzpomina na Sikanu, jak ale vyplyne z dalsiho pribéhu rozhovoru,
pupenda praktikoval v minulosti pouze jeden romsky Zék, ktery v loriském roce
tfidu opustil a na néhoZz vzpominaji ve velmi negativnim svétle i ostatni Zaci.
V mych pozorovanich nebylo prokazatelné, ze by fyzické vypady a kontakty
mezi chlapci v soucasnosti nabyvaly rozméra Sikany. Majoritni chlapci déle mlu-
vili o ,tatrankdch”, ,delisich” a ,bortavkach” jako formdch fyzickych bojavek,
které praktikovali i mezi sebou a povaZovali je za zpestfeni prestdvkovych chvi-
li. Ke konci rozhovoru zmirovali k dobru romskych chlapcti, Zze nékdy , délaji
srandu”, napfiklad prostfednictvim kresleni tzv. bfisaki na bfisni svaly. Pfesto
vztahy mezi majoritnimi a romskymi chlapci byly prostoupeny jistou rivalitou.

Ta vyraznéji vykrystalizovala ve chvili, kdy jsem vedle sebe poloZzila své po-
stiehy z terénnich deniki a ohniskovych skupin. Diky triangulaci téchto riznych
datovych zdrojt jsem hloubéji nahlédla ambivalentni povahu vztahti mezi rom-
skymi a majoritnimi chlapci a razanci, s niZ se v ni odrézel gender . Zejména ve
dnech, kdy skupinka romskych chlapcti byla méné pocetnd, dochazelo k ¢astéjsi-
mu kontaktu mezi majoritnimi a romskymi chlapci. Pravé pfi kontaktech odehra-
vajicich se kolem hranice délici tyto dvé kamaradské formace byly pozorovatelné
fyzické vypady, které majoritni chlapci v rozhovoru spojovali s romstvim svych
spoluzdki. Nebyly to ale ,pupenda” zachycena v rozhovoru, nybrz , zatylaky”,
které jsem mohla o pfestavkach pozorovat. Ty spocivaly v nendpadném a rych-
lém pftibliZeni se k jedinci zezadu a razném plesknuti dlani za krk. Odkryvalo se
mi tak dominantni postaveni, na které ve vrstevnické dynamice tfidnich vztahti
néktef romsti chlapci aspirovali.* Jak ukazuji nékteré etnografické studie etnic-
ky smiSenych kolektivti [viz Mac an Ghaill 1998; Wright et al. 1998], v pfipadé
chlapcti mtize byt nizky Skolni status a potencidlni etnické stigma pfekondvano
intenzivnéjsi praci na maskulinité, napf. ve formé sportovnich vykoni ¢i demon-
strovani fyzické sily.

K maskulinnim identitdm romskych chlapct byly skolou vznaseny proti-
chtidné pozadavky. Genderovand etnicita [nebo etnizovany gender viz Youdell
2003] se nékdy stavala negativnim atributem, jindy zase pozitivni interakéni
devizou. Fyzicka sila byla ocefiovand ve vazbé na mimofadné sportovni vyko-
ny romskych chlapcti. Sila ale rovnéz v nékterych kontextech, zejména ve vzta-
zich s jejich majoritnimi spoluzdky, budila rozpaky. Obdiv nékterych spoluzakt

% Je ale zaroven tieba zdtiraznit, Ze v této skupince byla patrnd interetnicka variabilita.
Napiiklad romsky chlapec Mario neptisobil zdaleka tolik vyrazné ve vrstevnickych vzta-
zich jako Filip ¢i Marek a rozdilné se rovnéz stavél ke svym skolnim povinnostem. Mario
zpravidla sledoval déni v prtibéhu vyuky a jednou jsem byla svédkyni toho, jak se nechal
v hodiné déjepisu vyvolat, aby si zlep$il zndmku. Znamku si sice nezlepsil, ale vétsina vy-
ucujicich k nému pristupovala jako k zZakovi, ktery se snazi. Romsti Zaci v této tfidé netvo¥i
homogenni kolektivitu, prostou vnitfnich diferenci. Pro detailni zachyceni specifik pozic
jednotlivych romskych zaki ve tfidnim kolektivu i individuadlnimu odolavani vici tlaku
pozadavkt zakotvenych ve smyslu pro etnicitu v dominantnich diskurzech [Szalé, Hamar
2005] nemdm v tomto textu dostatek prostoru.
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k raperskym kvalitdim romskych chlapcti (napf. u Leose) a snahy o jejich imitaci
(napf. u Dominika) korespondovaly s exotizaci hudebnich vloh, které byly patrné
v ucitelském diskurzu a na nékterych akcich skoly. Nékteré projevy maskulinity
byly ale uciteli zaroveni povazovéany za hlavni zdroj nezdjmu romskych chlapct
o Skolu a uceni a jako takové patologizovéany [srov. Gillborn 2008]. U¢itelské vy-
povédi prostupoval diskurz pfedc¢asného dospivani romskych zaki, ktery odkry-
val vliv véku na konstituci skolnich vztahd. Jejich vzdjemné ptsobeni ukazi na
ptikladu romské divky Klary.

Etnizace véku a dospivani a jejich vliv na pozici romskych zaki ve Skole
V predchozich kapitolach jsem prezentovala silnéjsi performance subkulturniho
stylu a maskulinity u romskych chlapcti, které pedagogové a jejich spoluzaci né-
kdy ocenuji, jindy se stavaji pfedmétem obav a slouzi i k vysvétleni slabych skol-
nich vysledkt romskych zadka. Kdyz ucitelé mluvi o vzdélavani romskych zakd,
¢asto poukazuji na ,jiné zajmy” a ,pfedc¢asnou vyspélost” a chdpou je jako urcu-
jici z hlediska jejich vzdélavacich motivaci i vysledki. Vyspélost tu pfitom nema
kognitivni, ale socidlni a biologickou povahu [srov. Grant 1984] a je vysvétlova-
na zvySenym zdjmem o druhé pohlavi a navazovanim romantickych a intimnich
vztaht. V tomto bodé navazi na svij pfedpoklad naznaceny v kapitole o etnicité
ve vrstevnické struktufe, totiZ Ze propadnuti vyrazné formuje dynamiku vztahti
ve tfidnim kolektivu. Pravé vék se v podminkach modernity stal dominantnim
principem, ktery organizuje (nejen) détské Zivoty. Ve skole jsou Zaci rozdéleni do
vékové sourodych skupin a jsou nazirani jako homogenni skupiny ucicich se. Vék
je kategorii, kterd velmi silné hierarchizuje a stratifikuje skolni vztahy jak mezi
zaky a uciteli, ktef{ ¢asto uplatiiuji vyvojovou perspektivu, kdyz Zdky s nedosta-
te¢nymi znalostmi negativné vymezuji k zakéim z nizsich ro¢nikd, tak mezi zdky
samotnymi.

Diky tomu, Ze propadli, byli romsti chlapci ve sledované tfidé vSichni
v pruméru o dva az tfi roky star$i nez ostatni zaci."” Vysoké symbolické hodnoty
vyssiho véku a vyspélosti (fyzickd vaha, vyska) néktefi romsti chlapci pouZziva-
li k performovani viid¢i role ve vrstevnickych vztazich nebo k navazovani kon-

5 Vékovy rozestup mezi romskymi a majoritnimi Zéky je dan nejen propadnutim, ale
rovnéz odloZzenym néstupem do prvniho roéniku, ke kterému u mnoha romskych déti
dochézi kvili nenaplnénym kritériim pro vstup do zakladni skoly. Normativni pfedpo-
klady a dtsledky pouzivani konstruktu skolni zralosti a na ném zaloZené diagnostiky se
staly pfedmétem kritiky, protoZe prohlubuji socidlni rozestupy mezi détmi jiz p¥i vstupu
do zékladni skoly [Huff, Ragl 2013]. Jak uvedl feditel $koly, v niZ jsem realizovala vyzkum,
vétsina romskych Zédkt dostdva odklad pro nastup do prvni t¥idy: , A néktefi (romsti Zaci,
pozn. aut.) uz od té prvni tfidy jsou na tom Spatné. Pfevazna vétsina téch déti jde na od-
klad, takzZe jesté jdou starsi. Ony nejsou pfipravené, takze fakt ten odklad maji. Bych to tipl,
nevim na kolik, mozna téméf téch sto procent.” [rozhovor s feditelem, 26. 3. 2013]
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taktli se starsimi zaky z devatého rocniku. Vyssi vék stdl rovnéz za flirtovanim
s romskou divkou Kldrou a neromskymi, rovnéz propadlymi divkami Zuzkou
a Nikolou a bavenim se o holkach, s nimiZ se néktefi z nich stykaji mimo skolu.
V dtisledku jejich vyssiho véku se tak v tfidnim kolektivu prohlubovaly rozestu-
py mezi témi, ktefi jsou starsi a maji tzv. dospélejsi zajmy, a témi, ktefi pofdd hraji
détinské hry. Vék spoluutvérel i nevraZivost mladsich majoritnich chlapca, kteti
se silou a dospélejsimi manyry nékterych Romti citili byt ohroZeni, zdrovern ale
chtéli byt taky starsi a ,,dospéli” jako oni.

Pedagogicky diskurz predc¢asného dospivani ve zkoumané tfidé zdtrazrio-
val urcité aspekty chovani romského Zactva, které mohly mit negativni dopady
nejen pro romské chlapce, ale i divky. Nésledujici promluva zachycuje uciteltv
predpoklad, Ze romska divka Klédra s nékym chodji, ktery se snazi ovéfit u rom-
ského chlapce Filipa.

Ve vychové k obcanstvi je romska divka Klara béhem hodiny nékolikrdt napome-
nuta, Ze se otd¢i za Tomasem, ktery sedi v lavici za ni. U¢itel se ptd Filipa: ,Nevis,
jestli ma Kldra kluka?” ,Nevim, jak to mdm védét?” odpovi Filip. ,Moznd chodi
s TomasSem, kdyZ se za nim tak otaci,” konstatuje ucitel. Klara i Tomas klopi zrak

smérem k zemi. (terénni poznamky, 30. 1. 2014)

V této situaci ucitel ocekava, zZe Klara s nékym chodi nebo by s nékym cho-
dit mohla, pficemz podobnou predikci k ostatnim divkam ve t¥idé nikdy nevzna-
81, pfestoze u propadlych a starsich divek Zuzky a Nikoly by z hlediska vyvojové
logiky, kterou jsou ucitelé zvykli uplatiiovat, ptisobila adekvatnéji. Zasazeni této
promluvy do zdnru humoru nevyvazuje Kldru z dtsledkd, které pro ni tato oce-
kavani maji. I kdyZz se snazi od pfedstavy chozeni s nékym distancovat naptiklad
tim, Ze ostentativné setfasa ruce Filipa, Marka a Petra, které se ji obCas o pfestav-
kach snazi dotykat, nebo ukryvanim se na zachod (viz niZe), svou vytrvalou péci
o vzhled ne/vyf¢end podezieni spiSe potvrzuje. Kldra totiZ patii k nejvice uprave-
nym a nejhez¢im divkam ve tidé. Klara si pravidelné rovnala své kudrnaté vlasy
Zehli¢kou na vlasy a peclivé upravend, i kdyZ v nesportovnim obleceni, byvala
iv hodinach télocviku. Jeji prace na vzhledu miiZe byt strategii zvySovani statusu
v kolektivu, protoze divky z etnickych mensin byvaji v kontextu desegregované
tfidy daleko méné sebevédomé a Castéji se ptizptisobuji pozadavkiim skoly nez
jejich chlapecti vrstevnici, jak si v8ima i Youdell [2003]. Ve vySe prezentované
vyméné tak ucitel odkazuje k velmi citlivému tématu. Zatimco status chlapcti
v kontextu pozorovaného t¥idniho kolektivu je v souvislosti s navazovanim in-
timnich vztahti zvySovéan, povést divky v osmém roc¢niku timto miiZe byt znac¢né
ohroZena. Romstvi navic tuto hrozbu prohlubuje, protoze v majoritni spole¢nosti
je spojovano s ranou sexualitou. Jsou to totiz zejména divky, které maji chranit
svou nevinnost co nejdéle, odmitat sex iniciovany muZi a mit svou sexualitu pod
kontrolou [Jarkovska 2013]. Jsou to romské divky, které jsou ohroZeny vicendsob-
nymi exkluzemi pravé proto, Ze v dlisledku diskurzu pfedcasného dospivani uz
nejsou vnimdny jako nevinné.
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Nizsi viditelnost a pasivita se projevovaly i v interakénich ritualech, v nichz
Klara se Zuzkou byly spiSe pozorovatelkami chlapeckych akci a stdly tak na
okraji téchto udalosti. Interakéni ¥fad , Roma free style” party, podobné jako jiné
subkulturni scény, byl tvofen a udrzovén chlapci, pficemz hodnota divek zde
potencialné rostla s jejich schopnosti navazovat heterosexudlni vztahy. V subkul-
turdch, v nichz je zesileny dtraz na muzskou maskulinitu (motorkéfi, rapefi) se
od Zen vyZzaduje zdiraznovani jejich femininity prostfednictvim svtidného ob-
lékani (vystfihy, kratké sukné). U divek tak nejsou tolik podstatné symbolické
subkulturni znaky jako spi$ ochota navazovat vztahy definované chlapeckymi
potiebami. A tak snaha libit se chlapcim mftiZe byt i na trovni celé vrstevnické
struktury strategif zvySovani statusu.

V pfipadé pozorované tfidy ale Kldra se Zuzkou ztistavaly spiSe na jejim
okraji, coz jsem usuzovala i z toho, Ze v daleko vétsi mife neZ jejich spoluzacky
mizely z hlavniho pfestavkového déjisté tfidy na divéi zachody. Jakkoliv byly za-
chody oblibenym ttocistém vsech divek napfi¢ jednotlivymi ro¢niky, zesilenou
potiebu hledani bezpecénéjsiho prostoru u etnicky minoritnich divek jsem pozo-
rovala v nékolika rtiznych tfidach v rtiznych skoldch, v nichZ jsem v poslednich
ttech letech realizovala neztcastnénd pozorovani. Zachod je prostor, ktery unika
disciplina¢nimu tlaku a ktery jako takovy mtiZze pfedstavovat dlevu a soukromi.
Zachod se ve 8kole stava backstage dégjistém [Goffman 1999], oprosténym od re-
gulace Skolnimi pfedpisy, ale i od dohledu a aktivit iniciovanych chlapci, ktefi
nejenze ¢asto dominuji mnoha oblastem sdileného vefejného prostoru, ale rovnéz
zasahuji do soukromého prostoru divek. Mizeni Klary se Zuzkou a nékdy i s Ni-
kolou z frontstage déjisté tfidni uc¢ebny ukazovalo na jejich potfebu intimniho
prostoru, ktery vyuzivaly jako pfipravu na svou genderovou performance (na
zachodé se lic¢ily) a kde rovnéz sdilely sva intimni témata (napf. smsky od svych
chlapeckych kamaradi), se kterymi se ale na rozdil od nékterych chlapcti nechlu-
bily v samotné tfide, protoze by tim pravdépodobné riskovaly svou poveést.

Predstavy pedagogli o vzdélavani romskych zakti odrdzely etnizované
pfedpoklady o jejich pfedcasném dospivani. Romsti Zaci, zejména potom rom-
ska divka Kldra, se v perspektivé vyucujicich zdali narusovat majoritni kulturni
normu détské nevinnosti, kterou je tfeba chranit co nejdéle. Pf¥itom ale vyucujici
nereflektovali vékové rozdily, které mezi zdky v disledku propadani a odloze-
nych zdpisti do prvniho ro¢niku zdkladni skoly vznikaly." Price na femininité
a vzhledu, kterd by mohla byt strategii zvySovani statusu etnicky minoritnich

16 Zatimco nevhodné chovani majoritnich chlapct byva ve vypovédich ucitel zahaleno
do rousky nevinnosti a p¥islibti napraveni se stuptiujici se socializaci, $patnému chova-
ni etnicky minoritnich Z4kt je Castéji pfipisovan status zdamérnosti [tzv. postarSovani viz
O’Conner, Lewis, Mueller 2007]. Takové formy de/legitimizace chovéni Zakt z etnickych
mensin mohou stat za mnoha studiemi potvrzovanym negativnim vztahem mezi chlapci
z etnickych mensin (zejména Afroameri¢any a Afrokaribi¢any) a jejich uciteli [Connolly
2002], ktefi jejich chovani nepopisuji explicitné ani tak v rasovych ¢i etnickych kategoriich,
jako spi§ v pojmech hypersenzitivity, nepfiméfené vznétlivosti ¢i hyperaktivity apod.
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divek ve vrstevnickych vztazich, se stfetdvd s etnizovanymi predpoklady o ztraté
nevinnosti a rané sexualité. Romska divka tak celf protichtidnym tlaktim: z jed-
né strany je to prace na vzhledu, kterd je pfislibem zdjmu chlapct z pfevazné
romské party, z druhé strany jeji diraz na femininitu mtiZe vydustit v zafazeni do
etnizované kategorie ,pfedc¢asné vyspélych”, které ohrozuje jeji povést jak pied
pedagogy, tak i pfed nékterymi spoluzackami a spoluzéky.

Zaveér

V tomto ¢lanku jsem se zabyvala roli etnicity ve vrstevnické struktufe jedné de-
segregované skolni tfidy. Zajimalo mé¢, jakymi zptisoby se etnicka identita pro-
jevuje v Zivoté této tfidy a jak se potkavd s jinymi socidlnimi identitami, které
rovnéz strukturuji fyzicky a socidlni prostor skolnich vztahti. Ukédzala jsem, Ze
dilezitym kontextem pro situa¢ni dramatizace a performance rtiznych socidlnich
statusti jsou interakéni ritudly a ritualizace ve vrstevnické kultufe. Jako piikla-
dy takovychto uddlosti jsem ve svych etnografickych pozorovanich zachytila ri-
tualizovand pfedstaveni subkulturnich identit ,Roma free style” raperti a hrani
fotbalu v chlapecké, pfevazné romské kamaradské alianci. Bylo patrné, Ze pratel-
stvi téchto chlapcti bylo posilovdano obdivem k fyzické sile, idealizaci muZzského
téla a raperskych kompetenci. Marek a Filip si v rdmci tane¢nich ritualizovanych
predstaveni ziskavali popularitu i respekt. Hranim fotbalu a pouZivanim roz-
manitych biografickych pfedmétt se chlapci situovali do centra pfestdavkového
déni, pfiemz prezentovali nejen své sportovni kompetence, ale i zabydlenost
v maskulinni sportovni kultufe.

Dile jsem se zaméfila na priseciky etnicity a genderu, tj. sledovala jsem,
jak se protinaji maskulinni a sportovni identity téchto chlapcti s jejich etnicitou
a jak jsou tyto jejich spoluzdky i uciteli etnizovany. Gender romskych zakt hraje
ve Skolnim prostfedi ambivalentni roli, protoZze je v urcitych kontextech ocetiovan
(sportovni vykony), zatimco v jinych spiSe problematizovan (fyzicka sila, zdjem
0 jiné véci neZ skolu). Genderovana etnicita se tak stdvala jak pozitivni interakéni
devizou (napf. kdyz majoritni chlapci pozitivné mluvili o svych romskych spo-
luZacich jako o sportovnich reprezentantech skoly nebo kdyz ocerovali zabavu,
kterou predstavovalo kresleni tzv. brisndki), tak zdrojem obav a konfrontaci
(kdyz romsti chlapci délali tzv. zatyldky svym majoritnim spoluzaktim).

Skrze interakéni ritudly posilovali romsti chlapci svoji vzdjemnost, zvysSo-
vali svou reputaci a nachdzeli tak zdroje respektu a tcty, kterych nedosahovali
v soutéZi o dobré znamky. Jejich propadani zesilovala procesy vylucovani po-
dél rtiznych os odlisnosti. Vyssi vék téchto zakt je v mnoha ohledech vzdaloval
od jejich spoluzdki a spoluZacek, zaroveri ale pfedstavoval prostiedek k ziska-
véani symbolického kapitdlu ve vztahové dynamice tfidniho kolektivu. Vék se
rovnéz odrazel v etnizovanych predpokladech ucitelti o pfed¢asném dospivani
romskych zaki, v jehoz disledku byli diskurzivné vymanéni z détského svéta.
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Nezamyslené dopady tohoto diskurzu jsem v zavéru textu ilustrovala na pozici
romské divky Klary, kterd byla konfrontovéna s dvojse¢nymi dopady, které miize
vzbuzovat jeji prace na femininité. Touto strategii se sice mtize zavdécit starsim
chlapciim, ale zéroveni vzbuzuje vSeobecné podezieni ohroZujici jeji povést.

Vedle analyzy vybranych etnografickych situaci jsem timto textem demon-
strovala moznosti vyuziti teoreticko-analytického ramce interakénich ritudlt
a ritualizaci pfi studiu kazdodenni etnicity. Pfednosti koncepci interakénich ri-
tudla a ritualizaci se projevuji zejména v jejich orientaci na dynamiku situaci,
interakénich fadt a performovéni vztahové vyjednavanych pozic a identit. Tato
perspektiva vychazi z goffmanovského dtirazu na interakcionistickou analyzu
symbolickych ritualizovanych piedstaveni a je kompatibilni s pojetim etnicity
coby situacné vyvoldvané a ustavované kategorie. Pfitom je tfeba brat zfetel na
prekryvajici se plisobeni dalsich socidlnich identit. Mikrointerakcionisticky p¥i-
stup ke studiu ritualizované etnicity mtize obohatit teorii etnicity a vzdélavani
v nékolika ohledech. Tato perspektiva vhodné doplituje rozsifené makroteorie
kulturni a socidlni reprodukce v sociologii vzdélavani, které nahliZeji na rozdily
mezi zdky dané mirou, kterou byli obdafeni rtiznymi druhy kapitdld, jako na
konzervované nerovnosti. Jsou to ale pravé interakéni ritudly, jejichz prostted-
nictvim Zaci stabilizuji své konformni identity a role, ale v nichZ se zdroven vci
témto pfedepsanym identitdm rezistentné vymezuji, zaujimajf pfekvapivé pozice
a uzaviraji necekané aliance. Perspektiva interakcnich ritudl je zaroveni kompa-
tibilni s brubakerovskym diirazem na neesencidlni, situovanou a vyjedndvanou
povahu etnicity. Je ale vyrazné vice ndvodna z hlediska empirickych kritérif za-
chycenf etnicity v kazdodennim jednéni a inspiruje ke komplexnimu pohledu
na etnicitu ve vSech jejich riznorodych projevech (prostor, télo, emoce, vztahové
sité, jazyk). Tim rovnéZz pfekonava pievazujici zaméfeni Skolnich etnografif et-
nické rtznosti (napi. v jeji sociolingvistické varianté) na jazyk a konverzac¢ni ro-
vinu jedndni [viz Quantz, O’Connor, Magolda 2011]. Vliv, kterym néktef{ romsti
chlapci v neformdlni vrstevnické struktufe tfidy 8. A disponovali, vzbudil mou
pozornost a rovnéz posilil mé chapani skolni tfidy jako socidlni laboratofe, v niz
je etnicita do zna¢né miry nestdld a situa¢né vazand. Vyraznou intraetnickou di-
verzitu jsem pozorovala v druhé osmé tfidé, jeZ se stala rovnéz pfedmétem mého
vyzkumu. Do nf totiz chodila velmi sportovné zamétena romskd divka, v uceni
uspésny romsky chlapec a silné kamaradstvi zde panovalo mezi chlapcem viet-
namského a romského ptivodu.

JaNa OBRrOVsKA puisobi jako doktorskd studentka sociologie a vyzkumnice na katedre so-
ciologie Fakulty socidlnich studii Masarykovy univerzity v Brné. K jejim odbornym zd-
jmiim patvi sociologie vzdéldvini a kultury.
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