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Parental Involvement
and Socioeconomic Status in Palestine:
A Case Study of Jerusalem Schools

Tahani Ali-Rweide

Charles University, Faculty of Education

Abstract: This qualitative multi-case study explores parental involvement in
three schools in Jerusalem with varying socioeconomic status. Two United Nations Relief and Works
Agency (UNRWA) schools in a refugee camp represent low socioeconomic status (SES), while one
private school in central Jerusalem represents high SES. The study includes interviews and focus
groups with school administrators, teachers, a social worker, and students with different achieve-
ment levels from the fifth and ninth grades. The key findings highlight the differences in parental
involvement between high- and low-SES schools. While parents from all SES backgrounds encourage
their children’s education, those in elite school are more engaged and communicate frequently with
teachers. Challenges in elite school include parental over-interference, pressure for high achieve-
ment, and ranking. Low-SES schools face barriers such as family disintegration, drug addiction,
students’ absence, early marriages, and low parental education, which limit effective involvement.
However, open-minded and cultured parents tend to be more engaged across both settings.

Keywords: socioeconomic status (SES), parental involvement, home-based parental involvement,
school-based parental involvement, academic achievement

Palestinian (Arab) students studying the Palestinian curriculum in East Jerusalem
are enrolled in three types of schools: official schools fully funded by Israel, recog-
nized but unofficial schools that receive partial funding from Israel (mainly private
Palestinian schools), and schools with no Israeli funding (Maimon, 2019; Tatarsky
& Maimon, 2017).

The third group includes Palestinian government (Waqf) schools, some private
schools, and the United Nations Relief and Works Agency for Palestine Refugees in
the Near East (UNRWA) schools. UNRWA is the main body providing education, health
care, and social services to Palestinian refugees. In this study, UNRWA schools refer
to those operating in refugee camp settings. These schools follow the Palestinian
curriculum without interference from Israel, under the supervision of the Palestinian
Ministry of Education and Higher Education (Maimon, 2019; Palestinian Ministry of
Education and Higher Education, 2017; Tatarsky & Maimon, 2017).
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UNRWA operates schools across the West Bank, Gaza, and East Jerusalem, provid-
ing free primary and lower-secondary education to Palestinian refugee children and
promoting UN principles such as human rights, tolerance, and conflict resolution. To-
day, there are 27 refugee camps in Palestine, all under the Palestinian Authority’s ad-
ministration, except for Shoufat Refugee Camp in East Jerusalem, which is the only
Palestinian refugee camp in the city. Although considered part of Jerusalem, most
services there are provided by UNRWA rather than by the Jerusalem municipality.

This study builds on a previous quantitative analysis (Ali-Rweide, 2023) and uses
a qualitative approach to explore parental support mechanisms across different
schools in Jerusalem. Jerusalem was chosen due to limited research on how paren-
tal involvement and socioeconomic status (SES) affect education in this context.
Many Arabs in Jerusalem suffer from the highest levels of poverty in Israel, with
poverty affecting about 70% of families, 73% of individuals, and 78% of children in
2016, creating a deep socioeconomic disparity (Israeli National Insurance Institute,
2017). At the same time, approximately 27% of Arab citizens of Israel are considered
middle class, and around 3% are categorized as wealthy, notably including many
Jerusalem-based Arabs (Arlosoroff, 2017). Moreover, East Jerusalem faces a critical
educational challenge, with a cumulative student dropout rate 33%; the highest
under both Palestinian and Israeli authorities (Tatarsky & Maimon, 2017).

These factors emphasize the need for a detailed study about the relationship
between parental involvement, SES, and education in East Jerusalem to understand
how parental involvement varies across SES backgrounds and how schools can better
support students and strengthen relationships with parents.

The study aims to provide insights for decision-makers by exploring family-school
cooperation across socioeconomic backgrounds, focusing on school staff perspec-
tives, collaboration methods, and challenges, as well as students’ perceptions of
parental involvement.

The research addresses the following questions:

1. How and why do school staff from schools attended by children of different SES
seek cooperation with parents?

1. A. What importance does the school staff attach to the involvement of parents?

1. B. What paths do they choose to involve parents?

1. C. What problems do school staff face in the cooperation between the school

and the family?
2. How are parents of different SES involved in their children’s education at home
and at school?

2. A. How are parents involved in the education of their children from the per-

spective of the school staff?

2. B. How are parents involved in the education of their children from the per-

spective of the children?

1 Based on data from Table 11: Incidence of Poverty by District and Nationality, 2015-2016 (Israeli
National Insurance Institute, 2017, p. 29).
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1 Theoretical Background

Parental involvement is widely recognized as essential to student success, encom-
passing both home-based and school-based activities. Scholars such as Epstein (1987)
and Comer (1995) define parental involvement as either home-based (supporting
learning at home) or school-based (engaging with school staff and activities), with
Kaplan Toren and van Schalkwyk (2013) further categorizing it into communication,
assistance, and monitoring at home, and active participation in school events. Nu-
merous studies confirm the positive impact of parental involvement on academic
achievement (Fisher & Friedman, 2009; Kharphan & Kasmi, 2020), especially in
mathematics (Alghazo & Alghazo, 2015), aligning with Comer and Haynes (1997)
who emphasized that learning at school and at home is interconnected; with parents
playing a key role in a child’s educational journey (Makewa et al., 2012). Mothers,
in particular, have a strong influence on children’s educational outcomes (Zughayna,
2008).

1.1 Studies About Parental Involvement
and Socioeconomic Status (SES)

The level of involvement can vary widely across families (Boonk et al., 2018) often
shaped by SES (Makewa et al., 2012; Ule & Zivoder, 2023). SES is usually understood
as a multi-dimensional concept (Marks et al., 2000). Baker (2014) and Pulmano
& Villahermosa (2017) identify parental SES by occupation, education, and financial
status.

Parents with higher SES are more likely to possess the time, knowledge, edu-
cational background, and confidence needed to participate actively in home- and
school-based educational activities (Hill & Tyson, 2009). Parents who combine finan-
cial resources with educational knowledge are better positioned to invest in learning
materials, tutoring, and enrichment opportunities, while also helping their children
engage confidently with schools, support learning at home, and maintain active
involvement in their education. However, school SES, represented by the average
SES of the students, has a stronger effect on student achievement than family SES,
according to some studies (Kotok, 2017; Perry et al., 2022).

While school SES is a well-established predictor of student achievement (Perry
et al., 2022), other studies show that it also plays a significant role in either facil-
itating or impeding parental involvement (Kotok, 2017). High-SES schools support
parents’ involvement with the school, such as invitations to parent meetings, com-
munication channels, or involving parents in decision-making roles. In contrast, low-
SES schools face limitations, including social and financial constraints, that reduce
the frequency, quality, and consistency of school-based parental involvement (Bor-
gonovi & Montt, 2012). Even when parents are willing to engage, existing barriers at
the school level may limit their participation.
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This study argues that family and school SES jointly influence parental involve-
ment: high-SES schools tend to foster more consistent and active engagement, while
low-SES schools often experience limited involvement due to structural barriers and
restricted family resources.

1.2 Studies About Home-Based Parental Involvement

Home-based parental involvement plays a foundational role in supporting student
learning (Alghazo & Alghazo, 2015; Hill & Tyson, 2009; Kaplan-Toren & van Schalk-
wyk, 2013).This involvement could have differnt patterns, such as creating a sup-
portive home environment, discussing school-related issues, and assisting with learn-
ing activities at home.

Parental involvement in children’s homework has a positive impact on learning,
especially when assignments are well-designed (Walker et al., 2004). The Pew Re-
search Center (2015) found that in the USA and Colombia, 82% of parents applied
appropriate pressure for high achievement without excessive pressure. In India,
Vellymalay (2012) noted significant home-based parental involvement across socio-
economic levels, which influences children’s learning. Boonk et al. (2018) reviewed
75 studies and found that parental involvement evolves with age, with primary and
middle grades showing positive links between home-based parental involvement and
academic achievement. Similarly, in Palestine, Ali-Rweide (2023) found strong home-
based parental involvement, with higher parental involvement seen in fifth-graders
compared to ninth graders. Additionally, in Indonesia, Sujarwo et al. (2021) reported
that upper- and middle-class parents provided financial resources but had less time,
while lower-class parents had more time but fewer resources emphasizing a support-
ive environment, religious values, and protection from threats.

Home-based parental involvement can be both controlling and supportive. Stud-
ies generally show positive relationships between supportive parental involvement
and children’s achievements, particularly in middle and high grades (Chen & Greg-
ory, 2010; Gordon & Cui, 2012, as cited in Boonk et al., 2018). Conversely, some
research indicates negative relationships (Rogers et al., 2009, as cited in Boonk et
al., 2018), or no significant relationships at all (Driessen et al., 2005, as cited in
Boonk et al., 2018). Ali-Rweide (2023) found that supportive parental involvement
had little to no correlation with student achievement in the fifth grade and only a
weak link in the ninth grade. These varying results can be attributed to differences
in study focus, achievement, societal context, and individual student characteris-
tics. Studies on parental control, such as monitoring and setting rules, generally
show negative relationships with achievement (Karbach et al., 2013; Levpuscek
& Zupancic, 2009, as cited in Boonk et al., 2018). Gonida and Cortina (2014) found
that in Northern Greece, parental interference in homework has a negative impact
on student achievement, while autonomy has a positive influence. This effect varies
according to the characteristics of both parents and children. However, Ali-Rweide
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(2023) found that controlling parental involvement showed a weak positive correla-
tion with achievement in fifth and ninth grades.

Supportive parental involvement generally promotes student achievement by en-
hancing motivation and independence. In contrast, controlling behaviors can reduce
autonomy and hinder learning. Variation by age, SES, and context helps explain the
mixed findings in research.

1.3 Studies About School-Based Parental Involvement

School-based parental involvement is essential for children’s learning and academic
success, as it integrates parents into the educational process and helps teachers
understand students’ home environments (The Australian Parenting Website, 2022).
Although there may be only limited communication between parents and schools,
many parents wish to be more involved and feel responsible for their children’s ed-
ucation (Symeou, 2020). Regardless of SES, all parents value their children’s school
achievements (Symeou, 2007). According to the Pew Research Center (2015), 90% of
parents engage in school meetings, talk to teachers, or participate in activities or
trips, while 50% of parents expressed a desire to increase their involvement in their
children’s education. Additionally, the same study states that mothers are more in-
volved than fathers This could be related to children’s stronger attachment to their
mothers, as well as the fact that mothers may have more time to communicate with
the school, particularly if they are housewives.

Studies on school-based parental involvement for primary and middle grades show
mixed results. Some indicate positive relationships with student achievement (Hung,
2007; McBride et al., 2009, as cited in Boonk et al., 2018), while others find no re-
lationship (Johnson & Hull, 2014, as cited in Boonk et al., 2018). Parental contact
with teachers, attending meetings, and volunteering have shown varying results,
with some studies reporting positive effects (Martinez et al., 2007; You et al., 2016,
as cited in Boonk et al., 2018), negative effects (Ho, 2010, as cited in Boonk et al.,
2018), or no relationship at all (Choi et al., 2015; Wang & Sheik-Khalil, 2014, as cited
in Boonk et al., 2018). Sakamoto (2021) similarly found that school-based parental
involvement had no or even negative effects on achievement, especially when low-
SES parents were involved in school management.

In Palestine, Yarrow et al. (2014), in collaboration with the Palestinian Ministry
of Education and Higher Education (2013), funded by the World Bank, found that
parental involvement was four times higher in high-achieving schools, significant-
ly strengthening student performance. Notably, there were both low-performing
classrooms in wealthy areas and high-performing ones in poor areas. In Palestine,
Ali-Rweide (2023) found that school-based involvement had a stronger correlation
with achievement in maths in the fifth and ninth grades than home-based involve-
ment did since learning is shaped by social and cultural interactions (Vygotsky,
1978).



10

Tahani Ali-Rweide

School-based parental involvement can enhance student motivation and learning,
but its impact depends on school strategies, parental confidence, and coordination.
Without clear roles or resources, its benefits may be limited, stressing the need for
structured, inclusive collaboration.

1.4 Studies About Tools and Methods of Communication

Research highlights the importance of strong communication between school staff
and parents for student success. Graham-Clay (2005) emphasizes tools such as news-
letters, phone calls, and parent-teacher conferences, while Thompson (2008) dis-
cusses how effective email communication can strengthen the parent-teacher rela-
tionship, especially with the rise of digital communication. Epstein (2011) outlines
key methods such as parent-teacher conferences, newsletters, phone calls, home
visits, and digital tools such as interactive websites and portals to maintain ongoing
communication. Additionally, Epstein and Sanders (2002) and Borgonovi and Montt
(2012) note that parental councils enhance involvement by improving communica-
tion with school administrations and acting as advocates for students, though the
role of these councils varies across countries.

School-parent communication has shifted from traditional methods to digital
tools (Graham-Clay, 2005; Thompson, 2008). Parental councils have also gained in-
fluence, though their roles vary (Epstein & Sanders, 2002). These changes reflect the
growing importance of structured parental involvement in education.

2 Methodology

This research focuses on Palestinian schools in East Jerusalem that follow the Pales-
tinian curriculum without modification and are included in the National Assessment
Test (NAT) survey. These schools include Waqf schools, UNRWA schools, and inde-
pendent private schools.

The sample consists of three schools representing both high- and low-SES groups.
Two UNRWA girls’ schools in an overcrowded refugee camp, part of a three-school
compound within a 0.2 square kilometer area housing over 16,300 residents (UNRWA,
2023), represent the low-SES schools. The first is a primary school with 155 students
(Grades 1-5); the second is a lower secondary school with 310 students (Grades
6-10).

The third school is a high-SES private elite girls’ school with 810 students
(Grades 1-12), offering scientific and literary tracks. It is funded by financial con-
tributions from parents who requested the expansion of school facilities and take
pride in their daughters graduating from the school, as stated by the school’s ad-
ministrator. What distinguishes this school is its commitment to supporting orphaned
children and those from critical social backgrounds, who form approximately 5% of
the student body with around 15 students residing in the school’s boarding section
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(according to the school administrator, 3 April 2023). Like many elite schools in
Jerusalem, it also supports students in challenging circumstances, guided by its
ideological values and social mission.

Access to Waqgf schools was not permitted by the Ministry of Education and High-
er Education in Ramallah (personal meeting with Dr. Matar, Ministry of Education,
Ramallah, 2022). However, since this study focuses on high- and low-SES schools, the
selected school sample is sufficient for the case study.

The schools were selected from different educational levels as elite schools in
East Jerusalem are mainly upper secondary, while the UNRWA schools serve Grades
1 to 10. The two UNRWA schools form a closely linked compound with a neighboring
boys’ school and function as a single educational unit. All selected schools follow
the Palestinian curriculum and include 5th and 9th grade classes, both part of the
NAT population.

Table 1 Characteristics of Student Participants

Achievement (%) Father’s Mother’s
#  School  Grade
ath G::aegal Education Occupation Education Occupation
S1  Elite 5 59 78 9th grade Chef  12thgrade Houtical
prisoner
S2  Elite 5 68 82 12th grade Electrician Diploma Housewife
S3  Elite 5 100 97 12th grade Driver 9th grade  Housewife
S4  Elite 9 55 78 B.A. Teacher Diploma Housewife
S5  Elite 9 50 66 6th grade  Deceased  9th grade Worker
S6  Elite 9 97 96 Diploma Employee B.A. Housewife
S7 Eesfugee 5 86 90 B.A. Teacher 12th grade  Housewife
S8 Eesfugee 5 71 72 9th grade Worker 12th grade Housewife
Refugee .
S9 PsS 5 47 54 9th grade Bakery 9th grade  Housewife
s1p Refugee 60 79 9th grade BOdY  gth grade  Housewife
L.S. guard
Ref h
s1q rolugee g 50 65 B.A. ShOP oth grade  Housewife
L.S. worker
Housewife
sy Refugee 79 90  12thgrade  Worker B.A. (former
L.S. science
teacher)

Note. Refugee P.S. = Refugee Camp Primary School; Refugee L.S. = Refugee Camp Lower Secondary
School.

11
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Table 2 Characteristics of School Staff Participants

Data collec- School  Position Expe- Grades Notes
tion method rience
Focus group Elite School 31 1-12 12 years as an English teacher,
administrator administrator 6 years as kindergarten director,
and 13 years as a school adminis-
trator, all in the elite school
Focus group Elite Assistant 31 1-12 25 years as a social worker and
administrator administrator 6 years as assistant administra-
tor, all in the elite school
Interview Elite Social worker 19 1-12  All 19 years in the elite school
Focus group 1 Elite Math teacher 22 5
Focus group 1 Elite Arabic teacher 30 5 Teaches class 5A
Focus group 1 Elite Arabic teacher 19 5 Teaches class 5B
Focus group 1 Elite English teacher 8 5
Focus group 2 Elite Arabic teacher 26 9
Focus group 2 Elite Math teacher 5 9
Focus group 2 Elite English 17 9
Interview Refugee School 30 6-10 15 years as an Arabic teacher and
L.S. administrator 15 years as a school administra-
tor, all in a refugee school
Did not share Refugee Assistant 18 6-10 8 years as an Arabic teacher
L.S. administrator and 10 years as assistant
administrator
Focus group 3 Refugee Islamic religion 18 9
L.S. teacher
Focus group 3  Refugee Arabic 19 9
L.S. teacher
Focus group 3  Refugee Math teacher 19 9
L.S.
Interview Refugee School 32 1-5  Teacher of Arabic and Islamic
P.S. administrator religion for 10 years, followed by
6 years as assistant administrator
and 6 years as school admin-
istrator; all in UNRWA schools,
including 3 years in a refugee
school
Focus group 4  Refugee Math teacher 16 5 Teaches science, too
P.S.
Focus group 4  Refugee Arabic 2 5 Teaches history and other
P.S. teacher subjects, too

Note. Refugee P.S. = Refugee Camp Primary School; Refugee L.S. = Refugee Camp Lower Secon-
dary School. All school staff teach in their area of specialization and hold at least a bachelor’s
degree, if not a master’s, along with a qualification in education.



Parental Involvement and Socioeconomic Status in Palestine: A Case Study of Jerusalem Schools

In selected schools, interviews and focus groups with students and the school
staff were conducted between March and May 2023. The researcher interviewed
12 students from the fifth and ninth grades, selecting three students from each
grade with different family backgrounds and achievement levels (Table 1) and held
four teacher focus groups for these grades. Three focus groups consisted of three
to four teachers specializing in maths, Arabic, and other subjects. In the primary
refugee camp school, the focus group included two teachers who taught fifth grade
more than four subjects, including Arabic and maths. Additionally, two administrator
interviews were conducted in the refugee camp schools, while in the elite school, an
administrator focus group involved the administrator and her assistant. The social
worker was also interviewed as part of the study. In the lower secondary school,
the assistant administrator did not participate in the conversation, stating that she
had nothing more to add. There is no assistant administrator in the primary refugee
camp school. Staff characteristics are shown in Table 2.

All interviews and focus groups were conducted using a semi-structured format
with open-ended questions to allow for consistency and depth. This format helped
the researcher to guide the conversation around key themes while remaining flexible
to explore unexpected topics or explain participant responses. Four different forms
of guiding questions were developed, each designed according to the specific roles
of the participant roles: school administrators, teachers, the social worker, and
students. Within each group, participants were asked the same main questions to
ensure comparability, while follow-up questions were adapted based on individual
responses. This approach ensured that key areas of parental involvement, socio-
economic influences, and school dynamics were systematically explored across all
school types and participant roles.

The interviews were recorded on the researcher’s mobile phone and conducted
in Arabic, the mother language of both the interviewees and the researcher. The
researcher listened to the recordings multiple times to ensure accuracy, translated
all interviews directly to English, and transcribed them?. Great care was taken to
preserve the original meaning of participants’ responses during translation, par-
ticularly when selecting illustrative quotes. Each paragraph was carefully dated to
facilitate reference to the original recordings, especially when verifying quotes or
clarifying unclear points. After transcribing, the interviews were reviewed to ensure
accuracy and comprehensibility.

The study adopted thematic analysis approach. It focused on the relationship
between SES, parental involvement, and student academic achievements following
Braun and Clarke (2006) six-phase framework (the analysis involved familiarizing
with the data, coding line by line, developing and reviewing themes, and refin-

2 All interviews were translated from Arabic to English, as this research is part of the researcher’s
PhD dissertation, which is written in English, and the supervisor does not speak Arabic. Trans-
lation was therefore necessary to share data with the supervisor, to facilitate the direct use of
quoted responses from the English version, and to ensure consistency during the thematic coding
process.

13
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ing them for reporting). This was further supported by Fereday and Muir-Cochrane
(2006) structure for theory-driven coding. A question-based thematic framework was
used to organize the interview responses based on each research question.

Several tools supported the analysis, such as color coding, notes in the margins,
tables, and tags. Color coding helped find common and different ideas across the
interviews. Marginal notes captured early thoughts and observations. Tables grouped
answers by theme and participant type, making comparison easier. Tags helped with
consistent coding. These tools made the analysis more organized and clearly linked
to the research questions.

This is a multiple-embedded case study comparing high- and low-SES schools.
Responses were, therefore, grouped by school SES and participant type, and simi-
larities and differences were analyzed to understand the dynamics of parental in-
volvement and its impact on educational outcomes in schools with different SES.-

Validity and Reliability

Since the case study follows a multiple-embedded approach, it ensures validity and
reliability, as emphasized in Yin’s (2002) framework for quality control in case study
research. Construct validity was ensured by gathering data from diverse sources,
including administrators, social workers, teachers, and students from various aca-
demic levels and SES backgrounds. Internal validity was strengthened by revisiting
the data, seeking supervisor feedback, asking consistent questions, and using obser-
vation to minimize bias. The participants confirmed information through repeated
interviews, emphasizing key points. Reliability was maintained through a consistent
interview protocol, careful translation, and repeated listening to ensure accuracy.

Ethical Considerations

Access and interview permissions were granted by the UNRWA office in Jerusalem
and the general administrator of the elite school. School administrators approved
the process, facilitated teacher participation, and reviewed student interview ques-
tions. Parental consent was obtained before the interviews. Each student participat-
ed only after returning a signed consent form. The study’s purpose was explained
before each interview, and verbal consent was secured. All participant identities
remained confidential.

3 Results

In the elite school, despite a moderate educational background of the parents, and
the conflict between them (which will be discussed later), the students’ academic
performance is excellent. This suggests that factors such as the school environ-
ment, resources, and support may compensate for lower levels of parental educa-
tion. In contrast, an elite school student, whose father holds a B.A. and works as a
teacher, and a mother earned a diploma, scored only 55 in maths, highlighting that
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Table 3 Overview of Main Themes and Subthemes

Theme

Subthemes

1. Parental involvement
practices across school SES

e Contextually shaped values and parental roles
e Contrasting levels of involvement in elite and refugee schools

2. Parental involvement
through communication
and partnership structures

e Formal and informal communication strategies across SES
contexts

e Contextual roles and influence of parental councils in elite
and refugee schools

¢ Community-based engagement specific to refugee schools

3. School-family cooperation
in diverse socioeconomic
contexts

e Contrasting cooperation dynamics in elite and refugee
schools

e Barriers to engagement rooted in home responsibilities
and school limitations

e Communication differences shaped by socioeconomic
conditions

4. Parental involvement
patterns across
socioeconomic contexts

e Academic pressure and high expectations in the elite school
e Constraints on support in refugee schools due to structural
and socioeconomic barriers

5. Parental academic
support at home

e Forms of support: academic, emotional, and motivational
e Monitoring and supervision practices

e Socioeconomic variation in support strategies and capacity

high parental education does not always guarantee strong performance, since the
achievement could be related to child’s characters and abilities, as well as other
environmental factors related to the home and broader society.

In refugee schools, the relationship between parental SES and academic per-
formance is more consistent. The highest achiever in maths (86) has both parents
relatively well-educated: the father has a B.A. and works as a teacher, and the
mother completed 12th grade. Conversely, a refugee student with both parents
having only a ninth grade education and the father working in a bakery scored
only 47 in maths. Another high-achieving student (maths 79, general achievement
90) has a mother with a B.A. who worked as a science teacher and a father with a
12th-grade education, suggesting that even within low-SES contexts, higher parental
education, especially the mother’s involvement in education, positively influences
student academic outcomes.

Thematic analysis of participants’ experiences identified five main themes (Ta-
ble 3) which are explored in the following sections.

3.1 Parental Involvement Practices Across School SES

In the elite school, parental involvement includes regular communication, collab-
orative meetings, and participation in school events. These efforts are designed
to strengthen the relationship between the school and the parents, ensuring that

15
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parents remain actively engaged in their children’s education. The social worker
highlighted the importance of this connection: “We share all issues with parents,
as we form a supportive, complementary circle working together for the students’
well-being.” By maintaining open communication and working together, the school
and parents can effectively support students academically, socially, and emotionally,
this is emphasized by the administrator: “Regular communication with parents en-
hances the ability to address student needs effectively and implement timely inter-
ventions.” These efforts support student motivation, academic success, and foster
a supportive and inclusive school environment. When parents actively participate in
school-related activities, students are more likely to feel valued, encouraged, and
engaged, leading to better academic performance and personal development. The
school administrator further reinforced this perspective: “Parental involvement in
school activities fosters a sense of community and belonging within the school.” This
sentiment is widely supported by the school staff, who recognize that a strong sense
of belonging contributes to students’ academic and personal growth.

In the elite school, regular communication with parents helps identify and ad-
dress academic and behavioral issues early. Keeping parents informed enables timely
support through teacher-parent collaboration, as noted by the assistant administra-
tor: “Regular communication with parents enhances the ability to address student
needs effectively and implement timely interventions.” This proactive approach
allows educators to tailor their teaching strategies, reinforce positive behavior, and
ensure that students receive the guidance they need to succeed. Individual parent
meetings are frequent and proactive, aimed at building a collaborative partnership
to support students’ academic and emotional growth through continuous, tailored
interventions.

In refugee camp schools, types of involvement focus on broader community
events, individual meetings, and direct communication, each adapted to address
the socio-economic challenges students face. Teachers and administrators view pa-
rental involvement as essential for reinforcing education and providing additional
support, with limited school resources. The primary school administrator explained:
“Parental involvement helps reinforce the education students receive at school.” In
addition to reinforcing learning, the goal of this involvement is to provide emotional
and social stability within a challenging environment. This is what all teachers insist
on in both refugee camp schools. Individual invitations are often used to discuss
behavior and socio-emotional concerns, or to support, encourage, and appreciate
the student. The lower secondary school administrator noted: “Mothers are some-
times invited individually to recognize a student’s achievements or to address any
concerns or issues.” Furthermore, the school leverages frequent communication
to ensure student well-being, particularly in urgent situations. The primary school
administrator added: “We maintain constant communication with parents, with 90%
of them accessible through my mobile. This is made easier by the small nhumber of
students in the school.” The lower secondary school administrator emphasizes the
importance of directly contacting the mother whenever a student is absent or late,
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due to the bad conditions in the refugee camp. The social and political situation of
the refugee camp is difficult. The Israeli checkpoint is located near the schools as
the researcher observed during many visits to the refugee camp.

Both school types view parental involvement as essential, maintaining communi-
cation and supporting students. However, elite schools follow a structured, proactive
model, while refugee schools respond to immediate needs, often centered on basic
support due to limited resources and more difficult living conditions.

3.2 Parental Involvement Through Communication
and Partnership Structures

To involve parents, school staff at the elite school maintain regular communica-
tion through emails, phone calls, and meetings. Teachers hold weekly office hours for
individual consultations on students’ academic progress and behavioural issues, es-
pecially for younger or struggling students. Teachers of ninth and fifth grades stated
that they have a WhatsApp group for each class, which they use for communication.
Additionally, many parents contact them individually via WhatsApp to inquire about
homework, exams, and other issues. Group meetings are also organized to discuss
academic results and school events. The administrator said that they organize group
meetings to share and discuss academic results a few times a year. Additionally, the
school offers workshops and seminars to equip parents with skills to support their
children’s education, and parents are encouraged to participate in school events
and volunteer activities.

The parents’ council plays a key role in bridging communication between the
school and parents, ensuring better cooperation and problem-solving. The adminis-
trator of the elite school said: “The presence of the parental council adds credibility
to issues for parents, as they tend to trust the council more than the school since its
members are part of their community.” Her assistant added:

The parents’ council works effectively. For example, when discussing the issue of stu-
dents arriving at school without having breakfast, a nutrition specialist organized a
lecture on healthy eating and the council members provided healthy breakfast for the
students.

When the administrator of the elite school was asked about the limits of the
parents’ council, she explained:

School policy is set solely by the administration, with no parental influence. The parent
council holds an advisory role, monitoring alighment with school goals. While suppor-
tive of the school’s commitment to the Palestinian curriculum, parents have limited
authority beyond oversight.

The elite school retains full control over internal policies to preserve consist-
ency and protect the Palestinian curriculum. Parents are respected stakeholders,
but their role remains advisory rather than decision-making, to prevent potential
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conflicts from differing views. This model balances school autonomy with structured
collaboration, maintaining the school’s educational vision while considering parental
feedback.

School staff at the refugee camp schools maintain regular communication with
parents through various channels, such as emails, phone calls, and monthly meetings
to discuss academic and non-academic issues. Teachers emphasize that they contact
parents through WhatsApp groups for communication and updates. Both adminis-
trators and teachers communicate frequently with parents, although responses are
limited. This is what the primary school administrator emphasized, and the teachers
insisted. A key platform for communication is the parents’ council, which allows
parents to voice concerns and collaborate with the school on issues such as student
achievement, activities, and problems. Additionally, communication in the refugee
camp schools extends to local social counseling institutions, further strengthening
ties with the community.

Another important part of parent-school communication is the development
team, which includes parents and focuses on broader academic, social, and ex-
tracurricular goals. This team collaborates on a development plan, reviewed with
parental input, and aligned with UNRWA policies, while the parental council focuses
more specifically on student achievement and challenges. School staff in the refugee
camp schools were careful to avoid discussing political issues, applying to UNRWA
policy.

There are more aspects in refugee schools than in elite ones, as these schools are
part of the refugee camp and function as one of its institutions, integrated within
the camp community. The administrator of the lower secondary school, who is also
a member of the refugee camp community said:

| see the girls as my own children, having taught many of their mothers and sisters.
As a resident of the refugee camp, | feel closely connected to the community. | belie-
ve having a headmistress from the local society strengthens relationships and mutual
understanding. | know the parents personally and maintain strong ties with them.

This is because the refugee camp is a closed community with unique challenges,
best understood by those who were raised within it. Growing up in the same envi-
ronment, sharing similar circumstances, and experiencing the same struggles allows
for a deeper understanding and stronger connection than anyone from outside the
camp who is not involved in this context.

However, in more urgent cases, particularly those involving social problems or
potential dropouts, home visits are conducted. The administrator of the lower sec-
ondary school, a member of the refugee camp community, often makes these visits
to encourage students to return to school, stating,

in cases of social or academic withdrawal, | coordinate with the parents’ council and,
when necessary, visit the student’s home to encourage re-enrollment. These efforts
are generally effective, except in instances involving early marriage, where parental,
particularly paternal, resistance limits intervention.
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The administrator’s strong ties to the community allow her to engage families and
address concerns with a level of trust not easily afforded to outsiders. This reflects
both respect and empathy. However, she remains limited in preventing dropouts due
to early marriage, a deeply rooted social practice driven by beliefs that marriage
ensures girls’ comfort and security. Such views are complex and resistant to change.
The problems in refugee camp schools, such as dropout rates and social issues,
require multi-faceted and collaborative interventions, which is evident given the
complexity of these challenges.

While both elite and refugee schools seek to engage parents through structured
communication, their approaches differ significantly in form and function, shaped
by social and school contexts. In the elite school, parental involvement is formal and
parental influence on decision-making is limited. This emphasis on student autonomy
and academic performance aligns with the school’s broader mission of individual
excellence.

In contrast, refugee schools adopt more flexible and relational strategies rooted
in community trust. With fewer school resources, these schools depend on close
social ties and personalized outreach, including home visits and informal conversa-
tions. Such practices not only compensate for the lack of formal mechanisms but also
respond to the social realities of the community, such as early marriage, economic
hardship, and school dropout risks, by fostering mutual support between staff and
families.

This contrast underscores that effective home-school collaboration cannot be
clearly understood without considering the schools capacities and social challenges
that face each school’s practices.

3.3 School-Family Cooperation in Diverse Socioeconomic
Contexts

In the elite school, cooperation between the school and families is relatively
smooth because there is regular communication. Academic, behavioural, and social
issues are generally minimal and quickly resolved: “The relationship between chil-
dren and their parents is more open than in the past, with students now more willing
to discuss their problems at home. However, the number of issues remains low and
usually involves minor, typical teenage challenges. (Social worker)” The supportive
environment helps students overcome problems such as parental separation; and
with the assistance of school staff, students often become stronger within a year.

| use brief breaks between classes to check in with students who appear distressed,
offering support when needed, particularly to those with separated parents. With con-
sistent encouragement, they typically show noticeable emotional resilience within a
year. (Arabic teacher for the ninth grade)

Staff at the elite school emphasize the importance of school-based support
in promoting students’ psychological and academic well-being. One example is a
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fifth-grade student with excellent academic performance despite ongoing parental
conflict. Her ninth-grade sister also excels academically. This success is attributed
to multiple factors: the mother’s attentive care despite limited formal education,
consistent support from school staff, as noted by both staff and students, and the
student’s characteristics and abilities (Barry, 2018; Brooks-Gunn & Duncan, 1997).

In the elite school, the problems are with no major concerns, except for a small
number of cases, as confirmed by the social worker,

serious problems are mainly limited to the boarding section of the school, including
academic, psychological, emotional, and family-related challenges, often due to the
absence of parents... we work with boarding students and provide support. Overall, the
number of students facing problems is very low.

This was evident during an interview with a fifth-grade student who has low aca-
demic achievement, appeared shy, and spoke in a low voice: “My father asks about
me by telephone. | wish he would ask more. | prefer to stay with my dad. My grand-
mother put us here. There are two younger kids with my grandmother.” Her mother
is a political prisoner. Despite her circumstances, the student noted receiving kind
treatment and strong support in the boarding section. School staff also emphasized
their commitment to integrating and supporting such students. Nonetheless, they
consistently highlight the vital role of mothers in promoting children’s psychological
well-being and academic success (Zughayna, 2008).

In contrast, refugee camp schools face significant challenges that hinder cooper-
ation between the school and families. Common issues include financial struggles,
drug use, dysfunctional family dynamics, and the unemployment of fathers, forcing
uneducated mothers to work. An Arabic teacher at the primary refugee camp school
said:

Parental involvement is very weak, due to challenging social conditions such as parental
separation, father’s drug addiction, absence of the mother, remarriage of one or both
parents, and children being raised by aunts or grandmothers. These difficult family
situations significantly contribute to the low level of parental engagement, especially
within the refugee camp context.

The primary school staff emphasized that absenteeism is a significant issue. The
teachers note that many children are “like mothers”, managing household duties
when their parents are absent or ill. There are other problems, as the primary school
administrator declared:

Some students suffer from neglect that is not due to poverty but a lack of parental care,
seen in issues like lice, poor hygiene, and untreated health problems... many girls face
challenges such as violence and instability from moving between separated parents.

The primary school administrator emphasized that a significant number of fam-
ilies face serious health issues, and some students are absent from school to assist
with caregiving responsibilities. According to the lower secondary school adminis-
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trator, 2% to 3% of students are affected by parents with medical conditions, psy-
chological problems, drug use, and divorce.

Neglecting children and showing a lack of concern for their school attendance
is one of the most urgent problems faced by the school. The primary school admin-
istrator noted: “Teachers often call mothers in the morning to wake them up and
remind them to send their daughters to school.” Refugee camp ninth grade teachers
also contact parents about absences and request doctor’s notes to reduce unexcused
absences.

Teachers across all schools noted that students have responsibilities at home,
which can affect their academic performance. Interviewed students also emphasized
that they help their mothers with household tasks. In elite schools, most students
contribute minimally. However, in refugee schools, children often carry significant
responsibilities such as caring for younger siblings or looking after an ill mother, even
taking full responsibility for the household and managing all the work, although they
are just in the fifth grade, no older than eleven. The primary school administrator
said:

One of my fifth-grade students had to take care of her two-year-old sister after their
mother left the home. With their father working during the day, she was absent from
school to look for the baby. The following day, her brother, who studies at the nearby
UNRWA boys’ school, stayed home instead to take over the responsibility.

In many cases, neglect and lack of parental concern for education further compli-
cate cooperation with families and refugee schools struggle with low involvement.
These responsibilities and unstable home environments negatively impact students’
academic performance and emotional well-being, robbing them of a normal child-
hood. This affects them not only academically but also psychologically, as they are
unable to live their childhood.

Both elite and refugee camp schools support students academically and emo-
tionally, with teachers in both contexts maintaining communication with parents.
However, the nature and impact of this involvement differ significantly due to con-
trasting social and school environments. In the elite school, regular and structured
parental engagement facilitates effective problem-solving and reinforces school
efforts. On the contrast, refugee schools deal with more severe SES problems that
limit active parental involvement. So, refugee schools rely more heavily on teachers
and community institutions to fill the gap, particularly as many students often carry
greater responsibilities at home.

3.4 Parental Involvement Patterns Across Socioeconomic
Contexts

At the elite school, parents are highly involved, regularly visiting to discuss their
children’s progress, signing worksheets, and asking how they can support their chil-
dren academically. In Grades 1 to 3, parents often assist with classroom activities
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and events. Parents also actively participate in school events, creating a collabo-
rative environment, as the administrator noted: “Parents are very willing to par-
ticipate in school events, which helps build a sense of community and belonging.”

However, staff face challenges with high parental demands; teachers report re-
ceiving late-night messages from parents asking about homework and exams, as
well as negotiations with parents about exam content. Fifth-grade teachers observe
that high-SES parents, while supportive, often focus on grades over comprehension,
sometimes hiring tutors. According to administrator, “parents are generally more
concerned about their children’s academic performance than about behavioral is-
sues” and some parents use adolescence or psychological stress as reasons to excuse
poor behavior. This may be because the problems are not considered very serious,
such as raising one’s voice at teachers, as the social worker noted when discussing
students’ issues at school.

Open-minded parents offer more balanced support, while others prioritize per-
formance over learning, making it difficult for staff to manage both academic and
behavioral needs. Parents place a strong emphasis on class rankings, which can exert
pressure on students and limit opportunities for more holistic development. The
ninth-grade Arabic teacher announced:

When a mother visits the school and finds that her daughter received a high score but
ranked tenth in the class, she often expresses dissatisfaction. This typically prompts her
to become more engaged and to encourage her daughter to study harder to achieve a
higher rank, especially knowing that nine classmates performed better.

The ninth grade school staff believes that parents shouldn’t interfere directly in
their children’s learning, as this can have a negative impact.

In refugee camp schools, staff observes that many parents, due to their disad-
vantaged backgrounds, prioritize basic needs over educational involvement. Over
90% of parents lack formal education, and they do not hold a B.A. certificate, as
noted by the primary school administrator. This limits their ability to support their
children academically, with involvement often restricted to providing essential re-
sources such as school supplies. Parental visits are infrequent, and communication
with teachers is inconsistent, largely due to socioeconomic and educational barriers.
According to primary school administrator, “some parents are not even aware of
their children’s grades.” While academic support is limited, parents are more likely
to participate in non-academic events, like school trips and cultural gatherings:

If we ask to share an open day with group breakfast, they provide it. If we request
educational tools, about 40% of parents provide them, while 60% do not. However, if
we organize a school trip, 100% of the parents agree to send their children, even
if it costs 100 shekels. They tend to be selective in their involvement. (Primary school
administrator)

Their lack of education and limited awareness of how to support their children’s
academic progress make academic sharing less common than non-academic. This
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could be due to the stress that mothers experience as a result of difficult socioeco-
nomic conditions. They may seek moments of relief and avoid becoming involved in
additional stressful details:

We usually organize activities that involve both the school and parents, where mothers
and daughters participate together. Last year, for example, mothers and their daughters
played basketball and volleyball. We also organized events such as charity dish days,
exhibitions, and traditional markets. (Lower secondary school administrator)

However, concerning academic issues, there is often no communication between
the kids and their parents. “When we ask for a parent’s signature, mothers often
sign without reading the papers, and sometimes the children sign on their behalf”, as
all schools’ teachers declared. Consistently engaged parents are few; some express
a desire to help but feel unprepared, with about 20% seeking guidance from school
staff on supporting their children’s learning.

The lower secondary school administrator stated that some parents send their
children to educational institutions in the refugee for academic support, as they are
unable to help them directly. In some cases, older siblings assist them, while other
parents hire private tutors, especially those with better financial means, which is
around 10% as both school administrators declared. However, teachers at the sec-
ondary school noted that private tutors often solve problems for students rather than
helping them understand the material.

The school staff declared that the recent UNRWA decision involves parents in
student evaluations, contributing 5% to academic achievement. According to pri-
mary school teachers, most parents provide accurate evaluations of their children’s
performance, aligning with teachers’ assessments. However, a few parents require
additional convincing to accept the teachers’ evaluations as accurate. This distinc-
tion encourages parents to be more involved in their children’s learning and pay
closer attention to their academic needs.

In the elite school, high SES and educational backgrounds enable parents to focus
on academic success without financial strain, prioritizing grades for competitive
achievement while viewing minor behavioral issues as less concerning. This emphasis
on performance often leads to over-involvement, with parents frequently contact-
ing teachers and negotiating academic content. In contrast, refugee camp schools
face socioeconomic challenges and limited parental education, which hinder active
academic participation. Many parents prioritize basic needs and feel unprepared to
assist with schoolwork, often remaining unaware of their children’s progress. They
tend to engage more in non-academic events that require less expertise, though a
small group actively seeks teacher guidance to support their children despite sig-
nificant barriers.

While parents in both elite and refugee schools demonstrate some level of en-
gagement in their children’s education, the nature and intensity of this involvement
vary significantly across contexts. In both contexts, parents attend school events
and, in some cases, seek additional academic support through tutoring or assistance
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from siblings. Teachers also declared that parents frequently request advice on how
to support learning at home. However, this shared interest is shaped by different
parental capacities and expectations. In the elite school, parental involvement tends
to be consistent, structured, and often intense, driven by highly educated parents
who maintain regular communication with teachers, sign homework assignments,
and push their children toward academic excellence. This kind of involvement,
while well-intentioned, sometimes manifests as pressure, with a strong emphasis on
children’s ranks and performance over deeper understanding. In contrast, parents in
refugee schools often have limited educational backgrounds, which constrains their
ability to support academic learning at home. Their involvement is largely confined
to basic provisions, such as providing school supplies, and many remain unaware of
their children’s academic progress. Participation in school activities is more com-
mon in social or non-academic events, reflecting a different set of expectations
and comfort levels. While elite parents tend to be over-involved, refugee parents
are often under-involved, not due to disinterest, but because of socioeconomic
stressors, limited confidence, and a lack of awareness of their potential roles in the
educational process.

3.5 Parental Academic Support at Home

Students in the elite school report substantial academic support from parents at
home, including help with homework, study materials, and a quiet study environ-
ment. For instance, a high-achieving student in the fifth grade shared: “My mother
explains the things | don’t understand and she makes a lot of worksheets to help
me study.” Another student with good achievements announced: “I solve problems
on my own, and my mom checks my work... but if it’s a final exam, she stays with
me and helps me more. My father helps me in maths and Hebrew since my mom
doesn’t know the language.” All ninth-grade students emphasized that their mothers
make an effort to maintain a calm environment at home to support their studying.
An excellent ninth-grade student insists that her family is actively involved in her
learning: “For major exams, my mother brings me water and fruit from time to
time and checks in to ask what I’ve accomplished. Sometimes | need her help with
English... | also talk to my family about what’s happening with me at school.” Parents
also reward good grades with money or presents, boosting motivation. A student with
generally good academic performance but low achievement in math insists:

| ask my father in English subject. | ask my mother to help me with maths problems
when | find it difficult to solve... my parents reward me for good grades and provide me
with a calm, supportive study environment at home. My mother ensures quiet by asking
my brother to stop playing PlayStation.

Monitoring study habits is common, with some parents setting schedules and
reviewing completed work, as noted by an excellent fifth-grade student: “My mom
checks my work, and for major exams, she stays with me to help.” Students also re-
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ported frequent school involvement through calls and WhatsApp, mostly performed
by mothers who are housewives. One ninth-grade student noted: “My parents come
to school to ask about my performance and stay in constant contact with my teach-
ers.” All students from both grades stated that their parents do not punish them for
unsatisfactory academic performance, but rather support and encourage them to
improve. One ninth grader with excellent marks noted: “My parents ask about my
behavior in the classroom and whether | behave politely and respect the teachers.”
Other students also confirm this, which shows that parents care not only about
their children’s academic performance but also about their behavior, politeness,
and character.

In the refugee camp schools, parental academic support is more limited due to
socioeconomic challenges and lower educational backgrounds. A fifth-grade student
with low grades mentioned: “My parents don’t know how to help me with my studies,
so | rely on my siblings or attend a study center for support.” Some are good sup-
porters and open-minded. A high-achieving ninth grade refugee student noted: “My
parents support my education in ways they themselves never experienced, setting
them apart from other relatives who prioritize early marriage for their daughters.”
A weak student from the ninth grade said:

When | get low grades, my parents tell me to study harder and say, “All the students
passed except you.” | find it hard to concentrate in all subjects; math and English are
the most difficult for me, and my parents feel disappointed. They want me to be like
my sisters. I’m the only one in the family who isn’t doing well at school... | try to con-
centrate, but | just can’t.

When asked whether the teachers help her, she responded that she does not
understand what teachers teach. She does not have friends and thinks that students
hate her. The stress that parents put on her by blaming and comparing affects her
personality.

Despite these challenges in the refugee camp, parents still try to motivate their
children with small rewards such as money or outings, as most refugee camp stu-
dents claimed. Parents in the camp also monitor progress by asking about grades and
encouraging improvement. A fifth-grade student with low grades mentioned: “If my
marks are not good, my parents talk to me calmly. They don’t put pressure on me;
instead, they ask what the problem was and why | couldn’t answer the questions.”
This case shows that there are open-minded parents in the refugee community who
support their children, but this is not the general situation.

Across both elite and refugee schools, students report that parents care about
their academic progress, offer encouragement, and communicate with teachers,
usually through mothers’ phone calls or school visits. In both contexts, parents re-
ward good grades with gifts or money, monitor academic performance, and often
respond to low grades with calm conversations rather than punishment, showing a
shared emphasis on motivation and emotional support.
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However, the depth and quality of academic support differ greatly. Students in
the elite school benefit from consistent, hands-on help at home, structured study
routines, quiet spaces, assignment checking, and emotional reinforcement, often
provided by both parents. In refugee schools, such support is limited. Many parents,
due to lower education levels or financial stress, cannot assist directly, leaving
students to depend on older siblings or community centers. Emotional reactions
also vary while encouragement is common, some refugee school students report
experiencing blame or negative comparisons when they struggle academically. These
differences highlight how parental involvement is shaped by each family’s social and
economic conditions.

4 Discussion

The main aim of this study was to examine the differences and similarities between
patterns of parental involvement in high- and low-SES schools, and how these relate
to academic achievement.

Both the high- and low-SES schools emphasize the importance of parental involve-
ment. In the elite school, staff highlights that regular communication with parents
improves student achievement and the school environment, aligning with Comer and
Haynes (1997) and Makewa et al. (2012), who stress the connection between home
and school learning. Workshops equip parents with skills, reinforcing the findings
of Fisher and Friedman (2009) on the positive impact of parental involvement. In
refugee camp schools, parental involvement helps overcome resource limitations
and supports students holistically, echoing the findings of Vellymalay (2012) on the
significance of home-based parental involvement.

Both schools use WhatsApp, phones, and emails for communication, but parents in
the high-SES school are more engaged with staff. This aligns with Thompson (2008),
who emphasizes the role of electronic communication in school-parent contact,
and partially with Graham-Clay (2005), though newspapers are no longer commonly
used. In refugee camp schools, parental involvement is facilitated by a parental
council and a development team that shapes school objectives within a broader
social framework, while the elite school relies solely on a parental council. This
reflects the views of Epstein and Sanders (2002) and Borgonovi and Montt (2012) on
the importance of parental councils for fostering engagement. Administrators in all
schools stress the importance of these councils in promoting collaboration between
parents and the school.

Additionally, all school staff in the interviewed schools support the students and
help them overcome the problems they face while fostering their learning process.
The schools collaborate with local institutions to enhance educational and extra-
curricular activities, fostering a supportive community and ensuring a well-rounded
education for students; similar to the views of Epstein and Sanders (2002) and Bor-
gonovi and Montt (2012). The refugee camp schools engage local social institutions
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and operate through development teams to achieve broader educational goals. In
contrast, the elite school relies solely on a parental council. This difference stems
from the fact that the refugee camp operates as a single compound, with all institu-
tions inside the camp functioning under the UNRWA umbrella. The lower secondary
school administrator said:

The school has a development plan that involves parents from the development team,
focusing on academic, social, and school goals. While the parental council addresses
student-specific issues, the development team works on broader school initiatives in
coordination with the local community. All proposed ideas must align with UNRWA po-
licies and the school’s context.

Parental involvement decreases as students progress to higher grades in the elite
and refugee camp schools, aligning with the findings of Boonk et al. (2018). In the
elite school, the teachers note that this decline may be due to students’ growing
independence and the specialised nature of subjects that parents may struggle to
support. Math teacher for the ninth grade said: “It is difficult for parents to get
involved in helping their children with math at this stage, as it requires subject-spe-
cific knowledge and specialization.”

In addition, socioeconomic challenges limit parental involvement in higher
grades, often requiring home visits to address urgent issues. This is practiced by
the lower secondary school administrator in cases of serious social problems or
student dropout, aligning with Epstein’s (2011) recommendations. These challenges
are linked to parents’ socioeconomic difficulties, similar to Vellymalay (2012), who
found that parents with higher SES are more involved in education. Yarrow et al.
(2014) also found that parental involvement was four times higher in high-achieving
schools. This may be linked to higher levels of education of parents of children in
elite schools.

From the schools’ perspective, regular communication with parents helps address
academic, behavioral, and social issues. In the elite school, problems are minimal
and staff actively support students by involving shy children in activities, assigning
responsibilities, and providing psychological help. School staff play a key role in
fostering student development and emotional support. The Arabic teacher declared:
“We involve shy students and those facing difficult situations in activities and assign
them responsibilities. At first, they feel embarrassed, but with support and encour-
agement, they eventually become comfortable.”

In the refugee camp schools, however, the challenges are more significant and
have a negative impact on student achievement and personality development. Yar-
row et al. (2014) and the Palestinian Ministry of Education (2013) found that teachers
in low-achieving schools spent more time on classroom management. This could
explain the high math achievement of UNRWA schools in NAT 2018, as fifth-grade
students recorded the highest scores in math, and ninth-grade students had a mean
achievement higher than that of Waqf schools and lower than private schools (Pal-
estinian Ministry of Education, 2018). The lower secondary school administrator in
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the refugee camp stated: “The math teacher works like a bee to prepare students
for the exam; she works hard with them, even during break time.” Brooks-Gunn
and Duncan (1997) and Barry (2018) found that student outcomes are influenced by
both teacher characteristics and students’ abilities as school staff across SES levels
emphasize the importance of teacher and school support. In elite schools, this fos-
ters student learning and increases academic achievement and autonomy, while in
refugee camp schools, it helps prevent dropouts, strengthens learning, and increases
academic achievement.

According to all primary school staff, issues such as financial struggles, drug use,
and absent fathers significantly affect students. SES plays a crucial role in student
behavior and academic outcomes (Kortam, 2018). Students from stable families tend
to perform better, while those from divorced or financially struggling families have
lower achievement and are at higher risk of dropping out (Zughayna, 2008), and this
is similar to the difficult social situation in the refugee camp. Drug addiction, report-
ed to affect 2% to 10% of families, according to the administrator, affects students’
personalities and challenges. Early marriage is a common issue among girls, with
many dropping out of school at the age of 15 or 16 as a result of social and economic
pressures. School staff reported that when they inform some mothers about their
daughters’ academic difficulties, the response is often dismissive; for example, “it’s
okay, she’ll be getting married soon.” This stands in contrast to elite schools, where
academic achievement and class ranking are highly prioritized, and dropout rates
are virtually zero, and aligns with Psaki et al. (2018), who found that marriage is a
leading cause of dropout in low-income countries. In addition, students often bear
adult responsibilities, such as caring for siblings, which has a negative impact on
their academic performance and well-being (Velleman & Templeton, 2016). The re-
searcher also observed children seeking affection from school staff, reflecting their
deep emotional need for kindness and support. For example, some students hugged
the primary school administrator and told her, “we love you.” Others gathered close-
ly around a teacher, embracing her tightly as they left school at the end of the day,
creating a scene that resembled a protective nest.

In the refugee camp schools, home problems such as violence and neglect are
common with many children arriving unclean and frequently absent, as the admin-
istrator of the primary school declared. This aligns with Kortam (2018), who found
similar issues among Palestinian refugees in Lebanon. However, violence and bullying
are rare in the refugee schools studied, as reported by school staff and confirmed
by the students. This reflects the staff’s compassionate approach and their efforts
to understand and manage students’ problems. During school visits, their empathy
was evident in both their tone and interactions with the children, as observed by
the researcher. This finding contrasts with Kortam (2018), who reported that refugee
children in Lebanese camps were exposed to violence at school.

During the break time, the researcher noticed someone bringing sandwiches to
the lower secondary administrator. When asked about them, she explained that they
were for girls who couldn’t afford to bring their own. The primary school adminis-
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trator also mentioned that school staff donate money to buy gifts for all students,
ensuring that support is provided to disadvantaged children without hurting their
feelings.

Home-based parental involvement differs across socioeconomic settings. In the
elite school, parents provide substantial academic support. The administrators in
the elite school note that open-minded and cultured parents are more involved and
understand their children’s needs better. This is consistent with Ferjan and Jereb
(2008), who found that parental education has a greater impact on achievement
than income does. Dukmak and Ishtaiwa (2015) also support this finding. The social
worker in the elite school said: “Generally, more educated parents tend to have a
closer relationship with their children compared to those who are less educated or
uneducated. However, this does not mean that uneducated parents care any less.”

In low-SES schools, despite limited resources, even minimal involvement has a
positive impact on students and their achievements. Ali-Rweide (2023), Chen and
Gregory (2010), and Gordon and Cui (2012, cited in Boonk et al., 2018), show that
parental support strengthens achievement. However, the stress resulting from pri-
oritizing marks and classroom rankings over comprehension is higher in the elite
school, which supports the finding by Gonida and Cortina (2014).

In low-SES schools, parental educational support is often limited, as many parents
lack educational backgrounds and rely on older siblings or community centers for
help. This reflects the findings of Pulmano and Villahermosa (2017) on socioeconomic
factors affecting education. Despite challenges, parents in low-SES settings still en-
courage their children, as found by Vellymalay (2012). In the elite school, parental
involvement includes strong academic support. The studies by Walker et al. (2004)
and Vellymalay (2012) show that active home-based parental involvement has a
positive impact on learning, especially in high-SES contexts.

In elite and refugee schools, staff emphasize the importance of parents seeking
advice to support their children’s learning, as this improves academic outcomes.
Walker et al. (2004) found that parental involvement, especially with well-struc-
tured homework, has a positive effect. School staff help by preparing work materials
and offering guidance to parents. However, Gonida and Cortina (2014) caution that
excessive parental interference can hinder achievement, while fostering autonomy
has a more positive influence, depending on family characteristics. Although the
lower secondary school administrator declared that approximately 20% of parents
ask school staff how to help their kids study, she reported that approximately 15%
to 20% of parents are unaware of their children, not only of their academic perfor-
mance but even of which class they are in.

Controlling forms of parental involvement, such as strict monitoring, are more
common in low-SES schools due to social and political concerns, as parents attempt
to protect their children from potential threats (Sujarwo et al., 2021). This may also
be attributed to a lack of effective communication between parents and children,
possibly influenced by parents’ mindsets, which are shaped by the challenging so-
cio-economic conditions they experience. Globally, many parents apply academic
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pressure, according to the Pew Research Center (2015) and Sujarwo et al. (2021),
and this is what students from different SES emphasized. However, studies such as
Karbach et al. (2013) and Levpuscek and Zupancic (2009), as cited in Boonk et al.
(2018), insist that excessive parental control can negatively affect academic per-
formance.

While parents in both elite and refugee camp schools are committed to support-
ing their children’s education, their involvement differs. Elite school parents tend to
be more structured and consistent, supported by stable resources, whereas refugee
camp parents face socioeconomic barriers that limit regular engagement. Despite
these differences, both groups often put high academic expectations on teachers.
Both the elite and refugee camp schools engage parents through activities such as
meetings, workshops, and events, fostering a sense of community. This involvement
has a positive impact on student achievement by helping teachers better understand
home environments, as supported by the Australian Parenting Website (2022). Paren-
tal contact through meetings and volunteering is linked to improved achievement
(Martinez et al., 2007; You et al., 2016, as cited in Boonk et al., 2018). Studies in
the Arab world, such as Alghazo and Alghazo (2015), Ali-Rweide (2023), and Khar-
phan and Kasmi (2020), confirm this. In contrast, there are other studies that show
different results: either negative relationships (Ho, 2010, as cited in Boonk et al.,
2018), or no relationship with achievement (Choi et al., 2015; Hayes, 2012; Wang
& Sheik-Khalil, 2014, as cited in Boonk et al., 2018), and the results of Sakamoto
(2021), who found that school-based parental involvement had no relationship or
even a negative relationship with achievement.

In low-SES schools, mothers often argue with teachers and blame them for their
children’s academic struggles. The primary school administrator said about par-
ents: “They often interfere in matters they do not fully understand. Lacking an
educational background, they focus on what they want without recognizing what
they need to contribute.” The school staff announced that mothers talk with them
in an unacceptable way. In the elite school, the administrator also reports frustra-
tion with parental interference: “They shouldn’t interfere, as they are not educa-
tors.” Both settings face challenges with parents who lack a clear understanding of
the educational process, complicating efforts to support students. This aligns with
Gonida and Cortina (2014), who found that excessive parental interference has a
negative impact on achievement. Similarly, in Johnson and Hull, (2014); and Phil-
lipson and Phillipson (2012), as cited in Boonk et al., (2018), parental interference
did not correlate with student success, especially when educational support was
lacking.

The refugee camp schools involve mothers in assessing their children’s achieve-
ments, enhancing parental satisfaction and engagement. This practice aligns with
the findings of the Pew Research Center (2015) that 50% of parents seek more in-
volvement in their children’s education. Such collaboration exerts a positive influ-
ence on students’ outcomes while ensuring balanced parental participation.



Parental Involvement and Socioeconomic Status in Palestine: A Case Study of Jerusalem Schools
4.1 Study Limitations

Parents were excluded from the study due to logistical constraints and school pol-
icies, as well as cultural barriers that could affect openness and honesty. This ex-
clusion was not only due to access, but also to maintain the integrity and reliability
of the data. In the cultural context of Jerusalem, especially in conservative or
disadvantaged communities, parents might have felt constrained in expressing their
true opinions. So, by focusing on teachers, administrators, and students, the study
will have more objective insights into parental involvement, as observed and ex-
perienced by students and school staff. However, the absence of parents from the
interviews, especially since the study focuses on parental involvement, limited the
depth of the analysis by excluding their firsthand perspectives.

Moreover, Waqf schools, although they form the largest portion of Palestinian
schools in East Jerusalem, were not included in the study due to restrained access.
The exclusion of this school type limits the study’s ability to present a complete
picture of the parental involvement across all school sectors.

In addition, in refugee camp schools, administrators selected students from rel-
atively stable families to participate in the study. This decision was taken to pro-
tect the privacy of students whose families were facing serious social or economic
challenges. In contrast, the elite school purposely included a few students from
challenging backgrounds who struggled academically, despite the overall high SES
of the school population. This divergence in sampling reflects ethical considerations
and school attitudes, and introduces variation in the types of student experiences
represented. As a result, the data from students may underrepresent the most dis-
advantaged students in refugee settings, which could narrow the lens through which
SES disparities are examined.

Another limitation arose when some parents refused to allow their children to
participate in the research, and those students were replaced with others. The
parents who refused to participate may differ in important ways from those who
agreed, perhaps in their level of home- and/or school-based involvement, or the
overall home environment.

Finally, social workers in the refugee camp schools were unavailable during the
research period; one had resigned, and the other passed away shortly before the in-
terviews. This absence caused a significant limitation, since social workers often
serve as critical links between schools and families, especially in disadvantaged
communities. Their perspectives could have added depth to the understanding of
family dynamics, parental needs, and school-based interventions.

5 Conclusion

This study examined how parental involvement in Jerusalem schools differs across
socioeconomic contexts, revealing different patterns of families support to their
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children’s education and the factors that shape these interactions. Instead of con-
sidering a binary perspective on whether parental involvement has a positive or
negative effect on student achievement, the findings emphasize that the interaction
between home and school is shaped by social, institutional, and personal aspects.
Parental involvement such as communication, emotional support, school participa-
tion, or home-based activities, is influenced by SES and the structural frameworks
provided by school.

The study shows that parental involvement is not stable; it changes across grade
levels and differs between elite private schools and refugee camp schools in a dis-
advantaged society. Schools themselves play a critical role in forming parental in-
volvement, facilitating or limiting, through their policies, communication strategies,
and outreach efforts.

Research findings offer practical implications for educators and policymakers.
Developing parental involvement in low-SES school communities requires targeted
interventions such as accessible and culturally responsive workshops and partner-
ships with local organizations. Schools serving disadvantaged communities should
also receive structural support including trained counselors and social workers to
meet students’ broader needs. At the policy level, there is a need to develop frame-
works that ensure fair and inclusive school-family engagement across all school with
different socioeconomic settings and types.

Future studies should involve the voices of parents and expand school sampling
to include Wagf schools and vulnerable subgroups. This would provide a more com-
prehensive understanding of how inclusive and responsive forms of parental involve-
ment can be fostered across diverse educational settings.
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Abstrakt: Cilem studie je porozumét dynamikam, které ovliviuji koordinaci insti-
tuci zapojenych do vzdélavani v krizovych obdobich. Nasim pripadem je koordinace opatreni proti
pandemii covidu-19 v zakladnich $kolach s dirazem na skolni rok 2021/2022 tak, jak byla nesena
klicovymi institucionalnimi aktéry. V jadru naseho pristupu je perspektiva sensemakingu - utvareni
porozuméni a jeho promény v reakci na krizi. Studie specificky vyuziva koncepty normality a krize
a literaturu souvisejici se vzdélavanim v krizi. Soustfedi se na rizné vyznamy normality a krize ve
vypovédich jednotlivych aktér(, na ¢asovou dimenzi spojenou s krizi a na sebevnimani aktéru a je-
jich vnimani ostatnich. Zvoleny vyzkumny design instrumentalni pripadové studie ¢erpa z verejné-
politickych dokumentd a 12 rozhovoru se zastupci riznych aktéra lokalniho vzdélavaciho systému.
Z podrobné analyzy dynamik vnimani jednotlivych aktér( a jejich interakce vyvstava plasticky obraz
utvareni politiky v poslednim pandemickém roce, kdy se jako podstatné elementy kolektivniho sen-
semakingu ukazaly vyznamy ,,déti ve Skolach“, ,,zvladnuti situace* a ,,uznani“. Sledovany kolektivni
sensemaking navrhujeme oznacit jako ,,bezdécny“, protoze nebyl aktivné moderovany, ale vznikl
jako pFizplisobeni se vyznamdm MSMT jakozto aktéra s nejvétsi moci.

Klicova slova: vzdélavaci systém, vzdélavani v ohroZeni, sensemaking, normalita, krize, covid-19,
pripadova studie, Cesko

Education in (Pandemic) Crisis: Unintentional Sensemaking
in the Coordination of Elementary School Education

Abstract: The aim of this study is to examine the dynamics that shape the co-
ordination of institutions involved in education during times of crisis. Our case study analyzes the
coordination of measures against the COVID-19 pandemic in elementary schools, with a focus on the
2021/2022 school year and the role of key institutional actors. Central to our approach is the concept
of sensemaking - the process of forming and revising understanding in response to crisis. Specifi-
cally, we draw on concepts of normality and crisis, as well as scholarship on education in crisis, to
investigate how the meanings of individual actors shaped perceptions of crisis and normality, the
temporal dimensions of crisis, and both self-perceptions and perceptions of others. The instrumental
case study is based on public policy documents and 12 interviews with representatives of institu-
tions within the education system and related actors. A detailed analysis of the dynamics of actors’
perceptions and their interactions reveals a vivid picture of policymaking in the final pandemic
year, when the meanings of “children in schools,” “coping with the situation,” and “recognition”
emerged as essential elements of collective sensemaking. We describe this collective sensemaking
as “unintentional,” as it was not actively steered but developed through adaptation to the meanings
of the Ministry of Education - the actor wielding the greatest power.

Keywords: education system, education in emergency, sensemaking, normality, crisis, covid-19,
case study, Czechia
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Vzdélavani v obdobi pandemie covidu-19 se stalo predmétem zajmu mnoha aka-
demickych reflexi. Ty prispély jednak ke vzniku specifického védéni o podobach
vzdélavani v pandemickém obdobi 2020-2022 (napf. Pokhrel & Chhetri, 2021; z tu-
zemskych napF. Svaricek et al., 2020; Walterova, 2022), ale také navazaly na proud
»education in emergencies* (dale vzdélavani v krizi), jenz se tradicné nevénuje tolik
krizim souvisejicim s ploSnym ohrozenim zdravi, ale krizim typu valecné konflikty,
prirodni katastrofy ¢i strelba ve Skolach, a studie se casto zaméruji na zemé mimo
nasi kulturni oblast (Burde et al., 2017; Tarricone et al., 2021). Do tohoto proudu
vyzkumu, ktery nyni pokryva i pandemii covidu-19 (Chatzipanagiotou & Katsarou,
2023; Parveen et al., 2022), se chceme zaradit i my. Nechceme pritom prinést x-tou
studii zamérenou na vzdélavani v pandemii, ale vyjadrit se prostrednictvim naseho
pripadu k obecnéjsim otazkam vnimani krize a normality v urcitém vzdélavacim sub-
systému - zkoumame, jakou Ulohu muZe toto vnimani hrat v podminkach krizového
(nebo presnéji ne zcela standardniho) vzdélavani.

Nase studie pojima celé obdobi pandemie, ale specificky cili na vnimani krize
a normality rdznymi institucionalnimi aktéry vzdélavani v poslednim pandemickém
$kolnim roce (dale SR) 2021/2022 s diirazem na jejich koordinaci. K rozhodnuti vy-
mezit nas vyzkumny zajem pravé takto nas vedlo nékolik divodu:

Prvnim je nase zaméreni na vyznamovou vrstvu (sensemaking), ktera hraje v jed-
nani aktérd a v jejich koordinaci v krizi podstatnou roli (Kalkman, 2019). Pribéh
koordinace politiky nevypravime primarné se zajmem napf. o nedostatek zdroja
¢i informacni toky, ale skrze to, jakym zplsobem vnimali aktéri krizovost, resp.
normalitu dané situace. Velka cast literatury vénované vzdélavani v krizi se naopak
zaméruje na velmi konkrétni praktikalie (Salamounova, 2022; Svaricek et al., 2020),
které jsou sice dilezité (i my se jim ostatné budeme vénovat), ale jejich vyskyt je
takrka zakonity (zdroje a informace jsou v krizi Gzkym mistem vzdy), a také jsou
Casto mistné i Casové specifické, coz snizuje jejich obecnéjsi relevanci.

Druhym ddvodem je obohaceni stavajiciho védéni o zaméreni na dynamiku vzdé-
lavaciho subsystému. V odborné covidové literature byva totiZz pozornost vénovana
typicky jednomu aktérovi (Brion & Kiral, 2022). Vztahy skol s dalSimi aktéry jsou
sice tematizovany i v nékterych dalSich studiich (Grissom & Condon, 2021; Watson
& Singh, 2022), nicméné jsou témér vyhradné nahlizeny jen z perspektivy samotnych
skol a jejich vedeni. NaSemu pohledu na vzdélavaci subsystém se ze soucasné covido-
vé literatury nejvice blizi texty De Vota a jeho kolegu (De Voto et al., 2023; De Voto
& Superfine, 2023), na souhru vice aktéru se soustredi i nékteré studie reflektujici
pandemii praseci chripky v letech 2009 a 2010. Ty zddraznuji potfebu prFipravenosti
a provazanosti mezi plany na narodni, regionalni a lokalni Urovni (Purohit et al.,
2018), nekonzistenci v deklarovanych cilech pri zavirani skol a také zmatek v opat-
fenich a z toho plynouci napéti mezi aktéry (Klaiman et al., 2011) ¢i podstatnou roli
krizovych planu $kol, pfedchozi zkusenosti s podobnymi situacemi, potrebu flexibility
a rovnéz dilezitost komunity, ktera se kolem s$koly soustfedi (Stuart et al., 2013).
Obecnéji pak tyto studie poukazuji na napéti mezi skolami a ministerstvy Skolstvi
a zdravotnictvi tykajici se konkrétnich procedur a nakladd.
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Tretim prinosem nasi studie je, Ze postihuje malo zmapovanou etapu pandemie.
Vétsina studii reflektujicich pandemii covidu-19 se zaméruje na rané obdobi pande-
mie, kdy bylo vnimani krize napric jednotlivymi aktéry sdilené nebo blizké a krize
byla proZivana jako intenzivni a bezprecedentni. V nami zkoumaném SR 2021/2022
uz skoly nebyly plosné uzavreny, karantény nebo uzavéry byly Cisté lokalniho cha-
rakteru a také bylo k dispozici ockovani. Na druhé strané pandemie probihala v plné
sile a provoz skol byl poznamenan povinnosti testovat zaky, absencemi zaku i ucitell
a stridanim ¢i kombinaci prezencéni a distancni vyuky. Mimoradna protipandemicka
opatreni byla ve skolach zrusena az 18. Unora 2022. Sledujeme tedy fazi ,,vychladaji-
ci krize“, v niZ je méné urgence a vyznamové vrstvy jsou nuancovanéjsi. Pravé fokus
na posledni pandemicky SR tak nabizi velmi uZite¢né védéni pro méné globalni typy
krizi, které vyzaduji koordinaci urcitého subsystému (podobny pripadem je prichod
ukrajinskych uprchliki do skol na jare 2022).

V souladu s vyse uvedenymi bilymi misty jsme si pro svoji studii stanovily cil
porozumét dynamikam, které ovliviuji koordinaci aktér( zapojenych do vzdélavani
v krizovych obdobich. Vyzkumné otazky pak jsou:

VO1: Jakou nesli jednotlivi aktéri vzdélavani zatéz a jak na ni reagovali v obdobi
pandemie? V cem byly shody a rozdily co do intenzity zatéze a rozloZeni v ¢ase?

VO02: Jak mize zaméreni na vyznamové vrstvy jednotlivych aktérd vzdélavani po-
moci v porozuméni témto shodam a rozdilim (v ¢ase)?

VO3: Jaké zavéry z toho vyplyvaji pro vzdélavani v krizi?

Zodpovézeni VO1 kotvi nasi analyzu vcetné dalSich interpretaci. VO2 na ni primo
navazuje a mifi k identifikaci vyznamovych vrstev a k porozuméni zpsobtm, jakymi
se tyto vyznamové vrstvy propisovaly do koordinace aktér(. VO3 pak propojuje nase
zavéry s Sirsim védénim.

1 Koordinace verejné politiky v normalité a krizi

V normalnich ¢asech se realizace verejnych politik (véetné té vzdélavaci) odehrava
zejména v ramci procesu implementace, a to v relativné stabilnim prostredi se
zavedenymi a strukturovanymi vztahy mezi aktéry a naplanovanymi procesy (Piilzl
& Treib, 2017). V dobach, které jsou poznamenany mimoradnymi okolnostmi, tra-
di¢ni implementacni proces nahrazuje tzv. krizové fizeni (McConnell, 2011), které
probihd v proménlivém prostredi, kde kromé vnéjsich charakteristik (napr. vypuk-
nuti pandemie) mize dochazet k caste¢né destabilizaci samotné implementacni
struktury. Stejné jako implementace pocita krizové rizeni se sdilenym hodnotovym
ramcem a s existujicimi vztahy mezi aktéry. Krizové fizeni mize byt direktivnéjsi
a ¢asoveé naléhavéjsi, standardni implementacni struktura se mize zplostovat, zaro-
ven pak aktérdm priznava vétsi miru autonomie (Capano & Toth, 2023). V ramci této
studie pouzivame terminy implementace a krizové fizeni, pokud chceme zdlraznit
specifika téchto proces, jinak ale pouzivame pro vefejnépolitické déni zastresujici
vyraz koordinace (Tarricone et al., 2021).
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Klicovym predpokladem naseho zkoumani je konstruovana realita, tj. diraz na
to, Zze konani organizaci a jednotlivcl je vedeno tim, jak si vykladaji skutecnost.
Vyznamova vrstva - jeji podoba, zpusob kultivace i mira sdileni - je pfitom v krizi
velmi podstatna. Weickdv autorsky tym (2005) oznacuje tento proces socialniho
konstruovani v krizi jako sensemaking a tvrdi, ze nastava ve chvili, kdy jedinec
dostava nesourodé zpravy tykajici se ¢innosti, kterou vykonava, coz vyvolava retro-
spektivni tvorbu hodnovérnych vyznamd, které tuto ¢innost a jeji budouci podobu
ospravedlnuji (pro dalsi pojeti srov. Turner et al., 2023). Sensemaking predstavuje
zpusob, jak se jednotlivci i instituce vztahuji jak k situaci samotné, tak i ke svym
rolim ¢&i odpovédnosti vici ostatnim aktérdm a pripadnym krokum, které maji vést
k prekonani krize (Kalkman, 2019).

Utvareni novych vyznama v reakci na nejistou, nejednoznacnou situaci nebo na
zménu (Galbin, 2021) pritom je (nebo mGze byt) pomérné dynamické: pro kazdého
aktéra ma jinou podobu a zaroven je vyjednavano v komunikaci s dalSimi aktéry. Ty-
pickym pribéhem je individualni (angl. autonomous) sensemaking na pocatku krize
a jeho nasledné nahrazeni kolektivnim sensemakingem, kdy se mezi aktéry hleda
shoda na povaze udalosti, rolich a krocich, které je treba podniknout. Tato shoda
pritom neni absolutni, ale jen priblizna. Vzhledem ke slozitému kontextu, ktery se
v krizi neustale méni, jsou pro kolektivni sensemaking duleZité vérohodnost a pocho-
peni, které umoznuji pokrac¢ovani komunikace; kolektivni sensemaking ale neprinasi
smazani rozdild nebo tfenic mezi aktéry (Choo, 1996; Weick, 1995, in van der Meer
et al., 2017). Pokud neni vyznamova vrstva sdilena, vede to k napéti, jak na pripadu
covidového Danska ukazuji Rubin a de Vries (2020). Vyznam sensemakingu je pod-
trzen tim, Ze jde o predpoklad vzniku kolektivni improvizace v momenté hledani
odpovédi na krizi (Garreau & Adrot, 2009).

V oblasti vzdélavani se perspektiva sensemakingu typicky zkouma na Grovni jedné
instituce, nejcastéji skoly (Urquhart et al., 2025; vyjimky srov. Henriksen, 2018).
Dynamiky sensemakingu zde zahrnuji mj. dulezitou Glohu lidra, ktery sensemaking
moderuje (tzv. aktivni sensemaking; Ganon-Shilon & Schechter, 2019) a napoma-
ha tomu, aby se individualni rozuméni transformovalo do kolektivniho (Coburn,
2005). Zaroven se existujici literatura typicky dotyka implementace néjaké zmény
(napr. kurikula) v nekrizovém obdobi; o sensemakingu v kontextu vzdélavani v krizi
se toho vi malo (vyjimky srov. Murphy & Devine, 2023).

V této studii vyuzivame ramec sensemakingu pro zkoumani toho, jak aktéri ve
vzdélavacim subsystému konstruovali vnimani krize a normality i vnimani sebe sama,
svych roli a vztah( s ostatnimi aktéry. Analyza sensemakingu se v nasem pripadé
opira o analyzu vyznamda, které se vazaly k prozivani krize, resp. normality.

Krizi pritom rozumime jako situaci, kdy je vazné naruseno fungovani urcitého
systému ¢i jeho Casti (Keller, 2017a) nebo kdy vinou exogenni udalosti dojde ke
kolektivnimu stresu (Boin & ’t Hart, 2022). Z hlediska sensemakingu je pro krizi
pfiznacné, Ze ,stavajici zpusoby feSeni problém(, zdroje a ramce v dané situaci
nefunguji a... je tfeba nové nastavit fungovani, a to i za pomoci novych aktérd a my-
Slenek* (Lukton, 1974, s. 385). Toto chapani, v jehoz centru je sensemaking jako
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proména porozuméni, pak umoznuje vymezovat krizi vi¢i normalité, ktera ji pred-
chazela a ktera ma po odeznéni krize opét nastat, ale také vztahovat ji k novym
normam, které budou fungovani ovliviovat v budoucnu.

O normalité lze hovorit také jako o stavu priméreného respektovani ustavenych
systéml hodnot a norem (Keller, 2017b), coz pFipousti existenci normality i v krizi,
kdy je fungovani sice naruseno, ale zaroven se lidé a instituce nepropadaji do chao-
su, ale zvladaji vyjednavat nové mody fungovani. V souvislosti s polykrizi soucasného
svéta se hovori o nové normalité, pro kterou je typicka vleklejsi neuspokojiva situace
zejména nékterych socialnich skupin (napf. migrant( v ramci tzv. migracni krize);
termin nova normalita je ale spojovan i s pandemii covidu-19 (Fulop et al., 2023;
Raghavan et al., 2021).

Komplementarné lze koncept krize vymezit i z hlediska ¢asovosti. Krize je v tom-
to pojeti nahlizena jako urcita intenzita udalosti nebo déni, pri které je treba ucinit
rozhodnuti, jez bude mit primy vliv na to, co se bude dit dal (Ramalho, 2021). Po-
dobné - byt za uZiti jinych termin( - vysvétluje povahu krize Koselleck (2002), kdyz
poukazuje na tlak Casu v krizi a obecnéjsi akceleraci ¢asu v modernich déjinach.
Arendtova (1985, cit. in Jalusi¢, 2024) popisuje krizi jako moment rozpojeni ¢asové
kontinuity a hledani cesty k jejimu sceleni. Kontinuita se nicméné ukazuje jen jako
jedna z moznosti, jak Casovost zakouset - v opozici k predstavé kontinuity stoji de-
temporalizace (Tarkowska, 2006), ktera fragmentuje déni na epizody (i zde se krize
objevuji, ale spiSe v podobé nové normalizace).

Predestreny teoreticky ramec tedy tvori koncept sensemakingu, ve kterém se
soustredime zejména na vyznamy souvisejici s vnimanim krize a normality u jednot-
livych aktér v daném vzdélavacim subsystému a na dimenzi ¢asu. V souladu s touto
perspektivou jsme budovaly i dataset a provadély analyzu.

2 Pouzité metody a dataset

V nasem vyzkumu jsme zvolily design instrumentalni pripadové studie (Grandy,
2010), kterda ma ambici zachytit urcity fenomén na podkladu konkrétniho pripadu.
Nasim fenoménem je sensemaking a jeho dynamika v ramci vzdélavaciho subsysté-
mu, pripad pak definujeme jako koordinaci protipandemickych opatreni v zakladnich
$kolach béhem pandemie s diirazem na SR 2021/2022 tak, jak byla nesena kli¢ovymi
institucionalnimi aktéry v jednom z krajskych mést. Jako klicové institucionalni
aktéry jsme urcily Ministerstvo 3kolstvi, mladeZe a télovychovy CR (MSMT), krajskou
hygienickou stanici (KHS), Ceskou $kolni inspekci (CSI), zFizovatele (mésto) a zaklad-
ni Skoly v daném krajském mésté. Snazily jsme se pritom realizovat jak rozhovory
s vedoucimi zastupci danych instituci, tak i tzv. liniovymi pracovniky (Lipsky, 1980).
Dataset predstavuji nasledujici verejnépolitické dokumenty:

o Ndvrat Zdki k prezenénimu vzdéldvdni v zdkladnich a stfednich skoldch (Ceska

Skolni inspekce, 2021a),
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o Pribéznd zprdva o vyrovndvdni nerovnosti ve vzdéldvdni ve skolnim roce 2021/
2022 (Ceska 3kolni inspekce, 2021b),

» Kvalita a efektivita vzdéldvdni a vzdéldvaci soustavy ve skolnim roce 2021/2022
(Ceska 3kolni inspekce, 2022),

« Vzdéldvdni na ddlku v zdkladnich a strednich skoldch. Tematickd zprdva (Ceska
Skolni inspekce, 2020; Pavlas et al., 2021),

« Zprdva o dopadech pandemie covid-19 na vzdéldvdni (Vlada CR, bez data),

 interni (a caste¢né anonymizované) dokumenty zrizovatele.

Druha cast datasetu sestava z 12 rozhovoru:

+ s Ufednickymi reprezentantkami MSMT (R1, R2),

« s politickou reprezentantkou zfizovatele (R3),

« s (rednickou reprezentantkou zrizovatele (R4),

« se zastupkyni KHS v kraji zfizovatele (R5),

« se zastupkyni CSI v kraji zfizovatele (R6),

s predstavitelkami vedeni zakladnich skol (R7, R8, R9),
o s ucitelkami na 1. stupni (R10, R11, R12).

V rozhovorech jsme se soustredily na ¢innosti vykonavané v poslednim pandemickém
roce a v letech predeslych a probiraly s informantkami jejich porozuméni specifikim
dotcenych obdobi. Rozhovory se prevazné (az na R2 a R8) konaly prezencéné, vétsina
(kromé R5 a R6) byla nahrana a doslovné prepsana.

Vsichni lidé, s nimiz jsme rozhovory realizovaly, vyjadrili s vyzkumem informova-
ny souhlas. Potencialné komplikovana nicméné byla anonymizace - nikoli primarné
ve vztahu ke ¢tenarstvu, ale ve vztahu k tomu, Ze se aktéri mezi sebou znaji a nékte-
ré informace ¢i vyjadreni mohou byt vnimany citlivé. Z toho divodu jsme nepouzily
citace, které by predstavovaly jakékoli riziko pro nékoho ze z(castnénych. Dalsi
opatreni, které jsme vyuzily k rozostreni identit jednotlivych informantt/informan-
tek, bylo sjednoceni jejich genderu na Zensky.

V nasi studii kombinujeme dvé epistemologické pozice. Prvni vyzkumna otazka
spada do realistické tradice a jeji misto je v oddilu 3. K informacim od aktérd jsme
v ramci této tradice pristupovaly kriticky v tom smyslu, Ze jsme je triangulovaly
s dalSimi zdroji, ale v principu jsme sdélované informace prijimaly a analyticky je
neproblematizovaly. Vznikly format oznacujeme jako kazuistiky, tj. v nasem pripadé
shrnuti situace jednotlivych aktérd (Hartl & Hartlova, 2004) tvofené s intenci poskyt-
nout do nich na zakladé nasbiranych dat vhled. Druha vyzkumna otazka pak spada do
konstruktivistického paradigmatu a je pojednana v oddilu 4. Rozhovory jsme analy-
zovaly v souladu s interpretativni tradici (Schwartz-Shea & Yanow, 2013), tj. iden-
tifikovaly jsme v prepisech mista odkazujici k normalité a krizi a od nich nasledné
odvozovaly kategorie, které prezentujeme jako vyznamy. Ve vysledku jsme se blize
zabyvaly péti kategoriemi - vyznamy: déti ve skoldch, ndvrat k rolim pred pandemii,
zvlddnuti situace a dostati vsem poZadavkim, nestdlost prostredi a uznani. V priloze
uvadime ukazku kodovani na prikladu jedné kategorie - vyznamu. Kvalitu vyzkumu
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jsme se dale snazily zajistit shromazdénim maxima relevantnich dat (dokumentu
i rozhovort), dale jsme data triangulovaly dalsimi vypovéd'mi o obdobi pandemie
(srov. Mouralova & Hejzlarova, 2022; Terry & Mouralova, 2025) a v neposledni radé
jsme pred finalizaci textu provedly member-checking (Svaricek & Sed'ova, 2007).

3 Zatéz klicovych aktérl vzdélavani v pandemii
z hlediska intenzity a zasazeni v Case

Tento oddil sleduje, jakou zatéz nesli klicovi aktéri vzdélavaciho subsystému béhem
pandemie covidu-19 a jak na ni reagovali. Vénujeme pozornost nejen proménam
v ase (bfezen 2020-Unor 2022 s dlrazem na SR 2021/2022), ale i rozdilim mezi
jednotlivymi aktéry.

3.1 Zakladni Skoly

V obdobi od brezna 2020 do Cervna 2021 se skoly vyporadavaly se zcela novou situaci
fyzické nepritomnosti zakd ve skole, ktera narusila zabéhlé formy vyuky i komunika-
ce. Vznikaly nové agendy, které bylo treba okamzité zvladnout: organizace distancni
vyuky (pozdéji téz kombinace prezencni a distancni), ovladnuti novych technologii
i novych metod vyuky, Upravy obsahu uciva, forem vyuky i hodnoceni Zakd. Skoly
realizovaly i fadu aktivit nesouvisejicich se vzdélavanim: v prvnim obdobi vydavani
potvrzeni pro erpani osetfovného (OCR), v dalSich pak evidence nakaZenych ¢i
organizace testovani, koordinace s KHS pri trasovani a reportovani nemocnosti a ka-
rantén zrizovateli. Mnohdy bylo tfeba znacné improvizace a vystoupeni ze zazitého
rezimu; napor prace nebylo mozné zvladnout v ramci bézné pracovni doby.

Béhem celé pandemie Skoly operuji ve vysoce proménlivém prostredi, coz pri-
naselo pozadavek na sledovani vladnich narizeni, jejich prevedeni do skolni reality
a jejich komunikaci s rodici i uciteli, Casto i koordinaci se zfizovatelem a dalSimi
subjekty. Zpozdéni instrukci prinaselo zatéz v podobé spésného preklapéni vliadnich
narizeni do Skolnich politik, ale i naro¢né komunikace s rodici:

My jsme vlastné z medialniho sdéleni védéli, ze néco bude, o tri, Ctyri dny drive, lidi
se nas dotazovali, ale dokud my to nemame cerny na bilym, tak vlastné nemuzeme nic
zménit. TakZe to bylo, Ze nas obcas jako vystavili tomu, ze se pustilo néco do éteru...
rodice volali ,,vzdyt uz to ma prece bejt takhle!“ ... To byly neprijemnosti, ktery nam
jako timhlectim zpGsobovali... To prosté zaméstnalo vedeni na celou noc. (R7)

Ménila se i podoba zatézi. V prvnim lockdownu na jare 2020 byla zejména tech-
nologicka a organizacni.

Ten prvni rok byl takovej, Ze jsme se dost vSichni v tom placali, navic ja nejsem Uplné
jako zbéhla v té pocitacové technice, takze de facto mé za pochodu udil syn, jak mam
pracovat s Teamsama, podobné asi jako spoustu dalSich kolegyn (smich), pak jsme méli
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vlastné hned v zari... takovy kurz a domluvili jsme se, Ze vsichni pajdou pres ty Teamsy.
(R10)

Situace ale byla zaroven relativné prehledna a v jistém smyslu mobilizujici. V dal-
$ich lockdownech ve SR 2020/2021 se dostavuje Unava: organizaci a technické za-
jisténi méla vétsina skol jiz zvladnuté, zatéz nabyla spise pedagogicko-metodické
podoby, ale tykala se i motivace, kdy byli ucitelé i Zaci unaveni a trpéli nedostatkem
kontaktu.

Ale rozhodné bych to uz nechtéla (smich). Ten kontakt s témi détmi chybél a je to vidét
i na téch détech. Bylo to naro¢néjsi, samozrejmé clovék se zase prizpusobi, ale... (R10)

Ve SR 2021/2022 jiz nejsou vyhlasovany plodné lockdowny a vyuka probiha primar-
né prezencné, i kdyz pro jednotlivé tfidy ¢i Zaky je v rGznych obdobich poskytovana
i distanéni ¢i hybridni formou z divodu karantén a izolaci. | v tomto obdobi se ob-
jevuji nové Ulohy: pokryti hybridnich forem vyuky a podpora Zakum, ktefi maji zna-
lostni i socialni deficity, zajistovani plosného testovani, evidence vysledkd a vyjimek
z testovani, feSeni karantén na Urovni jednotlivcl a tfid, reportovani nemocnosti.
Silné zatézové je vyporadavani se s nejistotou a nejednotnosti postupu:

Nékdy nékdo mél covid, jakoZe byl otestovanej, Ze je pozitivni, poslali ho domd, ale
tridu neposlali domd. Ale tfeba zase jinde, to méli zase jinou tfidu, kde proste byl
pozitivni nékdo, tak jeho poslali dom( a pak vzapéti celou tridu poslall domdi... Ze ]ako
se v tom ¢Elovék nevyznal vlastné. Ze jsme vibec nevédéli, kdy nas poslou, kdy nas
neposlou... (R12)

Prvni mésice pandemie jsou velkym zasahem do fungovani $kol, v druhém SR do-
chazi k jisté stabilizaci, ale kv(li neukotvenosti krizového fungovani, mnoha zménam
a novym Uloham dochazi postupné k velkému vycCerpani. Navrat k prezencni vyuce ve
SR 2021/2022 je vieobecné vitan: ,, Tak my jsme byli viibec radi, Ze d&ti mohly byt
ve skole.“ (R8) Nicméné kromé radosti z navratu ke starému a znamému se objevuje
i fada novych vyzev, pri jejichZ reseni ale Skoly i ucitelé zUstavaji leckdy osamoceni,
nebot jsou individualné i lokalné podminéna.

3.2 Zrizovatel

Zrizovatelem sSkol je v nasem pripadé krajské mésto, coz je zrizovatel v Ceském
kontextu netypicky velky, ktery zfizuje vice skol a disponuje profesionalnim trednim
aparatem. Pandemie covidu predstavovala vyrazny zasah do jeho prace a vztahu se
Skolami i dalsimi subjekty: ,,Kdyz zacal ten covid v roce 2020, tak viceméné to vsecko
kumulovalo v podstaté jenom pres ten covid, jo. To se délaly rizny véci - zaviraly
se skolky, skoly se omezovaly, néjaky Fizeni bylo s reditelama, ktery by nam délali
urcenou skolu...“ (R4)
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Pandemie prinesla zmény v obsahu i rozsahu prace zrizovatele, proménila se
komunikace, v niZ se objevili novi partneri (KHS) a nova témata (nejprve uzavreni
skol a pravo na vzdélavani, pak noseni rousek, testovani), ale také se zintenzivnila
zejména smérem k reditelim Skol. To se netykalo jen obdobi od bfezna 2020 do
cervna 2021, ale velmi silné i nasledujiciho SR. Nové Ukoly spojené s testovanim
a distribuci testt do $kol ve SR 2021/2022 pfinasely i praci zcela mimo ramec b&zné
¢innosti (napf. logistika distribuce test).

No a hasi¢i nam to slozili... a tam vlastné si jezdily vsechny ty skoly pro ty svoje testy.
Ale tomu jesté predchazelo, Ze jsme to skladali, Ze jo, vod téch hasicl z toho na-
klad'aku... do télocvicny. A pak podle toho distribu¢niho seznamu jsme napocitavali,
podle toho, kolik ta jednotliva $kola musela mit téch testd, tak jsme to davali do téch
beden, lepili jsme to, davali jsme tam cedule... Takze jsme to takhle délali a bylo to
nékdy treba dvakrat do tydne. To byl masakr. Méli jsme i docela vysokou nemocnost
na oddéleni, tak jsme pozadali o pomoc kolegy odjinud. Takze dalo se to, ale bylo to
narocny obdobi. (R4)

V obou obdobich je zfizovatel zatizen novymi Ukoly, nékteré z nich se sice castec-
né rutinizuji, ale komunikacni a koordinacni naroky jsou velké. Jako velmi kompliko-
vany se ukazuje zejména vztah zfizovatel-MSMT, kdy neprobiha prima komunikace,
ale zaroven jsou ze strany MSMT kladeny na zfizovatele naroky v ramci metodickych
pokynl a narizeni (viz téz nasledujici oddil 3.3 a oddil 4.2).

3.3 Ministerstvo Skolstvi, mladeze a télovychovy

V pocatecnich fazich pandemie byla klicovym hybatelem politik, véetné téch vzdéla-
vacich, vlada. MSMT pFipravovalo podklady pro vladu, snaZilo se do opatfeni promit-
nout potreby aktérd ve svém sektoru, komunikovalo o nafizenich zejména smérem
ke Skolam a nastavovalo konkrétni implementacni postupy.

V obdobi od brezna 2020 do ¢ervna 2021 fungovalo ministerstvo v krizovém rezi-
mu, kdy byly vyuzivany silné nestandardni postupy tykajici se organizace, komunika-
ce i rychlosti a objemu prace. V této dobé se objevovaly nové agendy i nové formy
a styl prace, konkrétni opatreni se vytvarela ve velmi kratkém case a ve spolupraci
rady lidi. Konkrétni obsahy agendy se postupné proménovaly, jak se ménil hori-
zont uzavreni skol a bylo potreba alespon zakladné ukotvit postupy $kol v riznych
situacich:

Uplné prvni byly 3koly zavieny pomérné dost dlouhou dobu, Ze jo, takze to jsme ne-
museli nic, jako jim radit, jak maji fungovat, to jsme jim spis radili, jak maji resit tu
situaci, kdyz nechodi ty déti do skoly, treba pracovnépravné, to znamena jako, jestli
jsou na prekazkach ti zaméstnanci nebo jestli miZou davat home office, jestli mdZou
Ukolovat. Pak jsme resili hodné, jak ma vypadat distancni... To jsme resili po dobu,
co byly ty skoly zavreny, kdyz se jako zacalo tlacit na to, aby se otevrely, nebo kdyz
to vypadalo, Ze se otevrou, tak to jsme se prosté zeptali ministerstva zdravotnictvi...
to napsalo néjaky takovy jako dvé A4, co by se mélo dit, Ze by se mélo hodné vétrat,
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ze by treba mély byt maly skupinky nebo néco takovyho, ze by se nemély ty skupiny
potkavat na chodbach a tak, abysme to prepsali ze zkuSenosti tady Gfedniku, co treba
byli reditelé skol, do zkusenosti Skoly. (R2)

Zejména prvni obdobi covidu méla vyrazny mobilizacni efekt, ktery ale postupné
oslaboval, jak prichazela inava a pandemie se jevila nekonecna a bezvychodna.

To prvni obdobi, prvnich par mésicd, je docela fajn, protoZe ¢lovék je nabitej, jako Ze
néco musi resit operativné, to je jako valecny..., ale pak prijde pad po tfech mésicich,
kdy to porad nekonci a je to porad stejny, porad stejné intenzivni, tak tam uz jako
v$ichni tady padali na hubu, fakt délali v nedéli vecer, o pllnoci a tak. Zastavily se skoro
vSechny ostatni véci a resilo se jenom tohleto. V prostredi, ktery bylo nepredvidatelny,
a vlastné nejde udélat néjakeé... dobré reseni, tak to bylo frustrujici, ale jako dalo se
to zvladnout, prosté to bylo treba rok... a pak ta intenzita jako hodné povolila. (R2)

Komunikacni drahy se neméni jen uvnitf ministerstva, ale i s dalSimi aktéry - nové
se vyuzivalo (technicky pomérné narocné) posilani primych instrukci skolam pres
datové schranky, MSMT také vytvorilo krizovou telefonickou linku, kterou obsluhovali
bézni zaméstnanci bez komunikacniho vycviku.

To bylo hrozné narocny pro kolegy, co tam jako slouzili, protoZe to byli normalni zamést-
nanci ministerstva... a oni byli od deviti do tfi tfeba tam na prijmu, odpovidali pfimo
tém rediteldm - jako nevim: Nemam tady néjakou izola¢ni mistnost, jak to mam vyre-
Sit? Nebo jak mam rano vyresit, kdyz prijde 200 déti najednou? Mam to néjak rozlozit
a tak? Takze odpovidali na takhle konkrétni dotazy pfimo zaméstnanci ministerstva...
Taky jsem tam byla jedno dopoledne a bylo to hrozny. (R2)

Toky informaci mezi MSMT a 3kolami se b&hem pandemie vyrazné rozsifily a zin-
tenzivnily, se zfizovateli naopak MSMT v zasad& nekomunikuje. Pfedpoklada se zpro-
stredkovani skrze krajskou strukturu, pripadné stresni organizace samosprayv, ale
také skrze skoly, které si maji na zfizovateli vyzadat podporu v urcitych oblastech.

Co jako vyplyva pro ty obce z toho, ono toho moc vétsinou nebylo... vétsinou se skoly
ptaly, z ¢eho maji zaplatit tfeba, ja nevim, néjaky jako hygienicky obleky nebo ruka-
vice nebo dezinfekce, tak jsme fikali, no, z prostfedki zfizovatele... Pro nas to nebyla

véc, kterou museli [zrizovatelé] specialné resit. To jsme mysleli, Ze je pokryty prosté
standardné, Ze tyhlety provozni naklady hradi zfizovatel. (R2)

Projevuje se tak komplikovany vztah mezi statni spravou a samospravou. MSMT
napf. zadalo zfizovatele o (daje o poctech zakd ve skolach, aby mohlo pro Skoly
vydavat opatreni a metodické pokyny; ty ale pak zasilalo pouze skolam. V téchto
dokumentech pak ministerstvo skolam sdélovalo, jak je ma materialné zabezpedit
zfizovatel, kterého takto neprimo Ukolovalo. To je sice postup byrokraticky spravny,
ale vztahové ne zcela stastny.

Zatimco obdobi od bfezna 2020 do cervna 2021 vykazuje znamky krize, ve SR
2021/2022 je uz provoz MSMT standardni a vraci se do b&Znych koleji. Tento stav byl



Vzdélavani v (pandemické) krizi: PFipad ,,bezdé¢ného® sensemakingu v koordinaci vzdélavani v Z§

podle nasich informantek vysledkem pozice BabiSovy vlady, ktera pred rijnovymi vol-
bami do snémovny odmitala krizovou rétoriku a z ni vyplyvajici opatfeni, a nasledné
Fialovy vlady, ktera v tomto smyslu pokracovala: ,,Prosté byla nova vlada, ktera rekla,
Ze uz jsme prosté promoreny.“ (R1) Organizace vyuky je sice castecné omezena hygi-
enickymi narizenimi, ta jsou ale v gesci ministerstva zdravotnictvi (MZd). Podminky
vyuky nepredstavuji systémovy problém, kterym by se MSMT v ramci své agendy
zabyvalo - zvladani pandemie se stava problémem, ktery se resi lokalné. Dynamiku
krize od nejintenzivnéjiiho prvniho SR pres relativné klidn&jsi SR 2020/2021 k SR
2021/2022, ktery byl pandemii takrka nepoznamenany, doklada nasledujici citace:

Psali jsme ty metodiky do téch Skol, psali jsme ty zakony nebo pripominkovali jsme ty
zakony, ktery psali kolegové na legislativé, a to pak jako ustalo, to bylo fakt ten prvni
rok nejvic. Pak se vzdycky obratily materialy z predchoziho roku a uz se to jenom jako
upravovalo, tak ten jakoby objem ty prace byl tfeba tretinovej proti tomu prvnimu roku
a tenhle skolni rok uz jsme to neresili snad skoro vibec. (R2)

3.4 Ceska 3kolni inspekce

Po vypuknuti pandemie CSI proménila naplii své &innosti, upozadila roli kontrolni
a soustFedila se na monitorovani situace a metodickou podporu $kolam (srov. Ceska
Skolni inspekce, 2020, 2021a, 2021b, 2022; Pavlas et al., 2021). Cinnost se adaptuje
na upravenou podobu vyuky (hospitace v on-line vyuce) a evidenci a analyzu dat
o distancni vyuce. Velkou zatéz predstavuje vyporadavani stiznosti od rodicd, kte-
rych €SI dostavd mimoradné mnozstvi. Ty se objevuji ve véech obdobich pandemie
a tykaji se zavreni skol, noSeni rousek, testovani, karantén i ockovani. To vedlo
k intenzivnéjsi komunikaci se zrizovateli skol, ktera smérovala zejména ke spolecné
podpore fediteld potykajicich se rovnéz s mnozstvim rodi¢ovskych stiznosti.

Ve SR 2021/2022 se CSI ve vztahu k pandemii zamé&fuje na nerovnosti ve vzdéla-
vani vzniklé v predchozich dvou Skolnich letech (Ceska $kolni inspekce, 2021b), jinak
ale pracuje podobné jako v ¢ase pred pandemii - k provadéni inspekci nedostaly
krajské inspektoraty zadné zvlastni pokyny. Pocitalo se pouze s vétsi flexibilitou -
pokud napr. byla skola v Case inspekce silné zasazena pandemii, byla navstéva o né-
kolik tydnud odlozena (situace byla prirovnana k vyskytu chripkové epidemie nebo
k pozaru, ktery sice také mlze ovlivnit vyuku, ale neni tfeba mu vénovat zvlastni
pozornost). Pracovnici inspektoratu chodili do $kol osobné, o prabéh tzv. hybridni
vyuky se nezajimali.

3.5 Krajska hygienicka stanice

Pozice KHS se béhem pandemie zasadné proménila. Z okrajového aktéra, se kterym
vzdélavaci systém neprichazi pravidelné do kontaktu, se stava aktér, s nimz jsou
zejména Skoly a zfizovatel v kazdodennim styku, nebot’ na zakladé pokyni hlavniho
hygienika Ci hlavni hygienicky, resp. MZd, urcuje specificka pravidla pro prezencni
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vyuku, rozhoduje o karanténach, trasuje (potencialné) nakazené, pripadné v pozdéj-
$ich fazich pandemie vydava podklady pro OCR a neschopenky. Pracovnici KHS byli
silné zatizeni po celou dobu pandemie, objem prace v nékterych obdobich mnoho-
nasobné presahoval normalni stav a pro zvladnuti situace bylo tfeba mimoradného
nasazeni.

Pokud byly skoly zavrené, nebyla spoluprace KHS se Skolami nijak intenzivni;
vyrazné posilila az ve SR 2021/2022. KHS kontaktovala $koly v rdmci trasovani a $ko-
ly naopak hygiené reportovaly aktualni stavy nakazenych a pozitivné testovanych
a konzultovaly s pracovniky KHS dalsi postup. KHS neméla pravomoc uzavrit celou
Skolu, to bylo v kompetenci feditele (resp. zfizovatele), nicméné posilala do karan-
tény jednotlivé Zaky, skupiny zakua a tridy. Na zakladé (idaju ze $kol si pracovnici do-
tazované KHS vedli evidenci tfid v karanténach na velkych papirovych plachtach, aby
neztratili prehled. Infrastruktura evidenci pritom byla znacné zmatecna a nepresna.

Nase ramcova evidence zasazenych kolektivl a tfid byla pouze orientacni. Néktefi re-
ditelé nas o pozitivnich Zacich informovali témér v kazdou denni, Casto i vecerni dobu,
sedm dni v tydnu, ale jiné $koly a Skolska zaFizeni nas casto neinformovaly. Casto rodice
naopak neinformovali Skoly, ty situaci resily samostatné, uzaviraly tridy... po domluvé se
zfizovatelem. A také proto, ze se karantény prolinaly tak, ze jedna tfida (nebo nejblizsi
rizikové kontakty) byla doma i mésice a hranice se pro evidenci stiraly. (Elektronicka
komunikace s R5)

3.6 Porovnani zatéze mezi aktéry

Pandemické obdobi bylo zatéZové pro vsechny, nicméné zatéz se v ¢ase ménila
a lisilo se i jeji vnimani rdznymi aktéry. Zatimco v prvnich pandemickych obdobich
do ¢ervna 2021 byli vSichni aktéri vystaveni novym situacim a vyrovnavali se se za-
té%i spojenou s novymi Ukoly i nové nastavenymi vztahy, ve SR 2021/2022 se zat&z
rozriznila - pro lokalni aktéry (zfizovatel a KHS) bylo obdobi pomérné kritické, kdy
nesli zatéZ spojenou se zajistovanim testovani, vyhodnocovanim nemocnosti a ka-
ranténami. Pro aktéry na centralni Grovni (MSMT a CSI) se situace stabilizovala a vra-
tila viceméné do predpandemického stavu. Ve skolach sice byla situace také mimo
zabéhnuté koleje (testovani, hygienické pozadavky, vysoka absence a vyporadavani
se se Sramy vzniklymi v predchozim obdobi), a prinasela tak jistou zatéz navic, ale
na urovni vedeni skol i u¢iteld byly deklarovany velka prizpUsobivost a pripravenost
riznorodou zatéz akceptovat. Lisi se tedy nejen objem naroku, ale zejména vyzna-
my, které jim rizni aktéfi prisuzuji, na coz se zaméri nasledujici oddil.

4 Sensemaking aktéra koordinace vzdélavani
v pandemii

Z predchoziho oddilu vyplynulo, Ze zatéz i jeji povaha byly v rozli¢nych fazich pande-
mie pro rizné aktéry rozmanité. Nasim dal$im analytickym krokem neni tyto zatéze
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pomérovat, presné Casové ohraniCovat nebo popsat jejich materialni pric¢iny (nedo-
statek informaci, zdroji apod.). Chceme pandemické obdobi analyzovat z hledis-
ka individualniho sensemakingu jednotlivych aktérd a kolektivniho sensemakingu
v Case. Specificky se zaméfujeme na to: 1) jaké vyznamy v tomto obdobi aktéri
aktualizovali, k jakym vyznamuim tykajicim se krize a normality se vztahovali; 2) ja-
kym zplisobem vnimali svou roli a Glohu ostatnich. Cinime tak s dirazem na posledni
SR 2021/2022, zohlednéna jsou ale i predchozi obdobi pandemie.

4.1 Vyznamy krize a normality u raznych aktérl v case

Ve vnimani SR 2021/2022 se ukazal jako velmi silny motiv pfitomnosti déti ve skoldch.
Nositelem tohoto vyznamu bylo zejména MSMT, a to nejen skrze profesionalni pred-
stavitele (R1, R2), ale i politické reprezentanty. Tehdejsi premiér Fiala tak deklaro-
val: ,,Slibili jsme, Ze nebudeme plosné zavirat skoly. Nechceme dopustit, aby covid-19
odnesly nase déti.“ (Jadrna, 2021). Vratit déti do Skol bylo prioritou, jak uvadi R1:
,Cil byl co nejvice ve sSkole, prosté co nejvice déti co nejvic ve skole.“ Vyznam déti
ve skoldch pFitom nutné neznamenal, Ze pro MSMT krize konci, navrat déti do kol
predstavoval i vyzvu, ktera viak dopadala zejména na samotné $koly. | MSMT si mohlo
ponechat urcity manévrovaci prostor pro rizné typy intervenci - napf. nové nastavit
komunikaci se zrizovateli jakozto aktérem, kterého situace katapultovala z periferie
do centra déni, nebo sbirat data o absenci zaku a jejim vlivu na vysledky vzdélavani.
Ovsem neucinilo tak, protoze druhym urcujicim vyznamem byl ndvrat k rolim pred
pandemii, vyzva, pomoci niz MSMT symbolicky udélalo za krizi tlustou ¢aru: ,,Z hle-
diska toho rizeni uz to vlastné byla rutina nebo standard a my jsme tomu moc ¢asu
nevénovali. Urcité ne. Tady néjak pred zacatkem skolniho roku jsme updatovali tu
metodiku.“ (R2)

MSMT, které b&hem predchozich dvou 3kolnich a krizovych let muselo vyrazné
rozsifit své aktivity smérem ke $koldm a mélo primy vliv na vzdélavani, se ve SR
2021/2022 znovu stahlo do své predpandemické role a nechalo pandemii doznivat
v rezii lokalnich aktérd. Z hlediska vnimani normality a krize je MSMT pfipadem
dynamiky normalita-krize-normalita, kdy je obdobi predpandemického normalu na-
ruseno krizi pandemie, po které se v zari 2021 vraci zpét do normalu.

Ve stejném duchu pojala SR 2021/2022 i celé pandemické obdobi také CSI, ktera
Skoly a déni v nich hodnotila, jako by Zadna pandemie neprobihala. Dle slov zastup-
kyné krajského inspektoratu (R5) nebylo cilem €SI sledovat, jak funguje $kola v krizi,
ale jak funguje za normalniho provozu; za ten bylo pritom povazovano fungovani
pred pandemii, ale rovnéz ve SR 2021/2022.

Vyznam déti ve skoldch byl podstatny i pro skoly - byt ve skole znamenalo nejen
nebyt na on-line vyuce, ale byla to hodnota sama o sobé, zdroj radosti a uspokojeni:
,,Bylo na nich vidét, ze jsou jako opravdu vsechny ty pani ucitelky a pani ucitelé
spokojeni, ze mlzou byt jako v baraku a nemusi ucit on-line.“ (R9)

Ve skolach pritom nebyl tento vyznam provazen vyznamem ndvrat k rolim pred
pandemii, kdy lze existenci viru v podstaté ignorovat, ale prijetim nové situace,
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ktera prinasi nové Ukoly (zvladnuti testovani, vyporadavani se s rozdily mezi zaky
po distancni vyuce, prace na vztazich ve tfidach). | vztahy se (staro)nové (pre)uspo-
fadavaji, MSMT a CSI (opét) ustupuji do pozadi a prichazi intenzivnéjsi spoluprace
s novymi aktéry - se zrizovatelem a KHS.

Dalsim vyznamem identifikovanym u $kol bylo zvlddnuti situace, dostdti vsem
poZadavkim, at uz jsou jakékoli. PrestoZe testovani, navazné karantény a konflikty
s rodici jsou nécim, co chod skoly poznamenava pomérné vyrazné, byla u ucitelek
i feditelek patrna tendence vykreslovat situaci bez vétsich dramat a jako navrat do
normalu (prinejmensim v kontextu uplynulych dvou let). Jednak proto, Ze jsou déti
ve skoldch, ale i proto, ze soucasti normality Skol se zda urcita nestalost prostredi,
kdy je treba akutné resit jednou pandemii, jindy havarii vody, odchod kli¢ovych uci-
teld ¢i prichod valecnych uprchlikd. Pripravenost na neustalé zmény a drobné krize
je ve Skolach podle informantek bézna:

Ja si myslim, Ze my uz jsme v tom $kolstvi tak prizpisobivi, Ze jako tady prosté musime
zvladnout cokoliv... Ja si mGzu udélat jakoukoliv pfipravu na jakykoliv den a prosté
vzdycky to pFizpusobit tomu, co ta situace prinese. Jasné, bylo to naro¢néjsi, ale mu-
selo se tomu prizpusobit, no. (R10)

U 3kol lze tedy pozorovat vnimani krize v prvnich dvou pandemickych SR, kdy
absentuje vyznam déti ve skole. Vnimani obdobi po ukonceni plosnych omezeni pak
spada do rezimu nové normality, kdy - podobné jako pred vypuknutim pandemie -
jedna krize stfida druhou. Jejich zavaznost se jisté lisi, ale skoly samy sebe vnimaji
jako aktéra, ktery je zvykly se o sebe postarat a poradit si.

U zfizovatele a KHS je situace vyrazné odlisna, SR 2021/2022 je zde spjat se zvy-
Senym objemem prace, ktera je navic relativné nova. Pro oba aktéry se nadto jako
podstatny parametr krize ukazuje jejich neukotvenost v systému a pobyvani na jeho
pomyslné periferii - s ostatnimi aktéry nemaji vytvorené stabilni vztahy. Zatimco
u KHS to bylo dano tim, ze se vzdélavacim systémem interaguje spiSe ad hoc a chy-
béla ji metodicka i symbolicka podpora shora, u zfizovatele jde o dlouhodobéjsi stav,
kdy nominalné vyraznou Ulohu hrat ma, ale v realu casto nema dostatecné kapacity
a také nejsou jasné nastavené vztahy s MSMT.

Pro zrizovatele a KHS je podstatné obstat v roli a splnit vSechny Ukoly, které jim
byly urcené, a situaci zvlddnout a dostdt vsem poZadavkdm. To lze vycist z popisu
distribuce antigennich testa:

A pak podle distribu¢niho seznamu jsme napocitavali, podle toho, kolik ta jednotliva
Skola musela mit testd, tak jsme je davali do beden a lepili jsme tam cedule, pro kterou
konkrétni skolu ta bedna je... Vyzkumnice: No, mné to prijde fascinujici, ze jako VY,
kteri se starate o ekonomickou stranku véci, jdete a balite ty krabice... Respondentka:
Nebyl kdo... A taky jsme méli jistotu, Ze to udélame dobre. Ze se pak nezjisti, ze nékde
treba 200 kusU $kole chybélo. (R4)
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Zatimco pro skoly, se kterou normu zvlddnout situaci sdileji, je situace viceméné
prijatelna, zrizovatel i KHS prozivaji krizovy stres, ze kterého neni snadna cesta ven
a ktery ani neni kompenzovan uzndnim v podobé odpovidajici komunikace ze strany
MSMT.

To [testovani - pozn. aut.] opravdu nechali na nas a... fekli: ,,Tak si to s nima vyrid'te, vy
jste zFizovatel.“ Ale pro mé je to [MSMT - pozn. aut.] porad narodni hrac, ktery uréuje
systém vzdélavani, nastavuje ho, ty obce vlastné do néj nezasahuji. A kdyz se jim to
hodji, tak jsou tady obce, a kdyz se jim to nehodi, tak nas pomijeji. (R3)

Celé pandemické obdobi je zfizovatelem vnimano jako vyrazné zatéZové a ne-
normalni, ackoliv i zde dochazi k normalizaci nékterych procesll - napf. ustanoveni
komunikacnich kanall se skolami nebo zpusobu distribuce testd a sbér evidence ze
skol. Jako dileZity je prezentovan aspekt upevnéni vztah( se Skolami skrze spole¢né
zazivanou krizi: ,,Myslim si, Ze jsme se v tomhle sbliZili. Ze oni [Feditelé] pochopili,
Ze je v tom nenechame byt.“ (R3)

Pro zfizovatele znamena obdobi od bfezna 2020 do Unora 2022 obdobi setrvalé
krize s vrcholem v poslednim pandemickém roce, kdy na ném lezi odpovédnost
rozhodovaci a provozni - v tomto ohledu se li$i od centralnich a Skolnich aktérd,
pro které byl pribéh opacny (byt ne zcela symetricky). Zfizovatel v nasem pripadé
pritom netouzi po navratu k predpandemické normalité, ale pral by si utvoreni nové
normality, ve které by mél jednoznacnéjsi pozici. | z této perspektivy se zrizovatel
lisi od vétsSiny ostatnich, kteri se primykaji k minulosti, a nejvice se blizi predstavé
prozivani krize, ktera otevira nové moznosti. KHS je pak aktérem, ktery se po krizi
trvajici od brezna 2020 do Unora 2022 (stejné jako u zfizovatele s vrcholem v posled-
nim pandemickém roce) posléze vraci do predpandemického normalu.

4.2 Sebevnimani aktéru v krizi a vztahy s ostatnimi

Pri analyze sebevnimani aktér( v krizi a jejich vztahd s ostatnimi se opfeme o dva
vyznamy: zvlddani situace a dostdti poZadavkim a uzndni - v obou je totiz patrny
jak rozmér vnimani dovnitr aktéra (jak jsem zvladal? jak jsem s tim spokojeny?), tak
i vné (jak zvladali ostatni? maji moje uznani? mam ja jejich uznani?). V radé pripadi
se pritom tyto vyznamy vyskytuji soucasné - uznani jinym aktérem znamena oporu
pro sebevnimani daného aktéra:

Oni [CSI - pozn. aut.] délali jakoby priizkum on-line vyuky. TakZe tady v tu chvili byly
i hospitace v jednotlivych tridach. Myslim si, Ze ty vysledky, které tam potom mame, oni
nam je jesté prilis nesdélovali, ale, co jsem se s nima potom bavila, tak to vyhodnotili
jako, Ze jsme to udélali velice dobre, a Ze jsme teda obstali. (R8)

vvvvvv

th. Toto pozitivni sebevnimani indikuje, Ze si kazdy aktér nasel svou vlastni podobu
sensemakingu, ktera ho v prozivani krize urcitym zpGsobem kotvila.
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Ta Urednicka prace nema... tu urgenci v sobé, vlastné skoro naopak... Tady ta urgence
byla a na tom ministerstvu jako bylo par lidi, ktery to prijimali jako vyzvu a brali to
tak, ze je to potreba udélat hnedka tedka, a ne nékdy v budoucnosti, takze jsme si
vyzkouseli..., jak to mzZe vypadat, kdyz fakt béhem par tydnu prijdeme s velmi dobrym,
na néjakych datech postavenym navrhem, jak to resit, vcetné toho, Ze jsme méli zjisté-
ny, ja nevim, kapacity PCR testovani v ty republice a jejich moznosti navySovani. Jako
prosté to byl navrh podle mé skvélej, ktery vznikl strasné rychle diky zapojeni riznejch
lidi..., ktery méli ty kompetence zjistit néco ze zahranici, zavolat tém firmam..., takze
byli schopni dat vlastné dobry, relevantni a rychly navrh reseni. (R1)

Konkrétni zkusenosti s ostatnimi aktéry a jejich interpretace se pritom lisily. Né-
ktefi zastupci $kol hodnotili interakci napF. s KHS nebo CSI vyborné, jini naopak jako
tézkopadnou ¢i problematickou. Typicka byla nuancovana vyjadreni, ktera vyjadrova-
la kriticky nazor na konkrétni Ciny jiného aktéra, ale i pochopeni pro specifika a limity
jeho pozice. Subsystém koordinace vzdélavani tedy v tomto ohledu vykazuje urcitou
stabilitu, kdy jsou nespokojenosti a napéti vyvazovany uznanim, at’ uz v ramci pozice
jednoho aktéra, ktery vnimani vyvazuje, nebo mezi aktéry, kdy se rovnovaha tvori
v ramci systému (nékdo je kriticky, nékdo naopak spokojeny).

Zvlastni pozornost si pak zaslouzi pozice zrizovatele, kterou jsme jako problema-
tickou identifikovaly uz v pfedchozim oddilu. Zfizovatel chce byt dulezitym aktérem
a co se tycCe sebeobrazu, nelisi se od ostatnich, formuluje svoje zasluhy a dokladuje
zvladnuti situace: ,,My jsme se do toho ponorili, tém skolam jsme délali jakéhosi
metodika, jakysi ochranny stit. To jsem opravdu chtéla... A myslim si, Ze jsme se
v tomhle sblizili, jo. Ze voni jako pochopili, Ze je v tom nenechame byt.“ (R3)

Zaroven vyjadfuje nespokojenost s tim, jak jeho roli vnima MSMT (vyratek z cita-
ce v oddilu 4.1: ,,A kdyz se jim to hodi, tak jsou tady obce, a kdyz se jim to nehodji,
tak nas pomijeji.“). Zfizovatel formuluje frustraci z toho, Ze pro MSMT neni respek-
tovanym aktérem per se, ale nékym, kdo je k podilu na Feseni situace vyzvan jednak
podle uvaZeni MSMT (vztah neni partnersky), jednak v zavislosti na tom, zda je to
pro MSMT vyhodné (vztah je zistny). Sensemaking ziizovatele zvyraziuje potfebu
uznani i jeho absenci.

4.3 Shrnuti

V analyze jsme se zamérily primarné na vyznamy vztahujici se ke krizi a normalité,
které jsme identifikovaly ve svédectvich jednotlivych aktérd, dale na dimenzi ¢asu
a konecné na sebevnimani a vnimani ostatnich aktéra.

Zjistily jsme, Ze prozivani krize a normality jednotlivymi aktéry (s dirazem na
posledni pandemicky SR) utvarela riizné vyznamy (déti ve skoldch, ndvrat k rolim
pred pandemii, zvlddnuti situace a dostdti vSem poZadavkim, nestdlost prostre-
di a uzndni) a byla soucasti riznych casovych dynamik (normalita-krize-normalita
u MSMT a CSI; nova normalita-krize-nova normalita u $kol; normalita-krize u zfi-
zovatele a KHS, kde si zrizovatel preje, aby cilova normalita vypadala jinak nez
vychozi, a KHS touzi po navratu k plvodni). Podstatnym impulzem pro cely systém
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vzdélavani bylo pfitom rozhodnuti MSMT povazovat SR 2021/2022 za normalni a ne-
krizovy. Pfestoze nékteré materialni aspekty situace (testovani, vyssi absence zaka
i vyucujicich) by krizi nasvédcovaly, hlavni narativ byl jednoznacné opacny a struktu-
roval dalsi dynamiky koordinace ve vzdélavacim subsystému. Tim, Ze vedl k upozadé-
ni se MSMT, zaroven zvyznamnil Glohu zfizovatele, pro néhoZ tato zména znamenala
nardst prace, odpovédnosti a znacné vypéti - jinymi slovy krizi, jiz musel zvladnout
sam. | kdyz se v daném obdobi aktualizovaly rizné vyznamy, rozdily nebyly tak
velké, aby zpUsobily explicitni konflikt aktér( (typu vzpoura zfizovatell), ktery by
znemoznil fungovani vzdélavaciho subsystému.

5 Diskuse

V nasi studii jsme védéni z akademického proudu vzdélavani v krizi, ktery se sou-
stredi na silné zatézové situace, nasvitily z perspektivy sensemakingu, ktery je ve
vzdélavani zaméren spiSe na adaptaci na bézné verejnépolitické zmény (Coburn,
2005; Urquhart et al., 2025). Pro vzdélavani v krizi plyne z tohoto nasviceni nékolik
podnéta.

Predné jde o zjiSténi, Ze na zvladnuti krize nemély v nasem pripadé podil (kri-
zové) plany na centralni, regionalni a lokalni Urovni (Purohit et al., 2018) a jejich
provazanost, ale aktualizace takovych vyznamu, které vedly k individualnimu i spo-
lecnému hledani toho, co se ma v dané situaci délat. Absenci pripravy tohoto typu
verejnépolitickych dokumentl a rdzna napéti lze pochopitelné vnimat jako chybu,
ale vysledek je zaroven mozné vylozit i jako povzbudivy, protoze systém nakonec
fungoval a ukazal se jako odolny - pFizpUsobivy a schopny interagovat mimo vyjeté
koleje a s jinymi aktéry nez obvykle (byt naklady této odolnosti - zejména na Grovni
jednotlived - nejsou malé). Konstatujeme nicméné, Ze kromé ladéni materialnich
a informacnich toku je pro zvladani krizi podstatna i vztahovost, ktera se projevila
v (Castecné) sdilenych vyznamech. V navaznosti na to jsme v nasem pripadé mohly
pozorovat i improvizaci (Garreau & Adrot, 2009), coz povazujeme za dulezity prispé-
vek k diskusi o podobé ¢eskych verejnych politik, které zddrazruji potfebu strategii,
ale realné se jimi neridi (Hejzlarova et al., 2025).

Dalsim prinosem studie je problematizace jasné hranice mezi krizi a normali-
tou - dokladame, Ze prestoze jsou vnéjsi znaky reality odlisné od normalu (pocet
nakazenych, nestandardni vyuka), mohou nékteri aktéri situaci vnimat jako krizovou
a jini nikoli. Literatura reflektujici vzdélavani v krizi vétSinou krizi vymezuje pre-
dem, nezabyva se jeji definici a vnimanim (srov. Burde et al., 2017; Tarricone et al.,
2021), maximalné upozornuje na vznik novych norem (napr. Sato et al., 2023; Tria,
2020; Xie et al., 2020). Nase perspektiva zamérena na svébytna pojeti jednotlivych
aktérd umoznuje lépe porozumét jejich konani a pripadnym napétim mezi nimi,
které maji Casto hlubsi koreny, nez je treba aktualni informovanost. V souvislosti
s problematizaci krize a normality rovnéz upozorfiujeme na rozmér casovosti - pro
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razné aktéry v pribéhu delsi krizové udalosti 1) nastavaji narocna obdobi v rizny
c¢as a 2) lisi se i dynamika pohybu mezi normalitou a krizi.

Pro proud sensemakingu ve vzdélavani (ale i pro vzdélavani v krizi) je pak pri-
danou hodnotou nasi studie anatomie jednoho pripadu kolektivniho sensemakingu,
a to s nasledujicimi specifiky: neni realizovan v ramci jedné instituce, ale v ramci
subsystému jednoho mésta (s presahy do centralni Grovné), odehrava se na relativné
delsi casové plose, neni pripadem aktivniho sensemakingu (Ganon-Shilon & Schech-
ter, 2019), ale sensemakingu, ktery nazyvame ,,bezdécny“, protoze zde chybél lidr,
ktery by proces moderoval. Zakladem dynamiky bylo v nasem pripadé to, ze se in-
dividualni sensemaking MSMT stal diky jeho mocenské pozici dominantnim a ostatni
aktéri na néj reagovali. V dokonalém ,,zakrytu® s MSMT pritom byla €SI, vnimani kri-
ze Skolami se od tohoto tandemu sice lisi, ale je s nim komplementarni, a to z davo-
du spolecné silné prozivaného vyznamu déti ve skole. Stranou naopak stoji KHS, kte-
ra nema s vyznamy tykajicimi se vzdélavani mnoho do cinéni, a zejména zrizovatel.
U néj je vyznam déti ve skole také pritomny, ale co do intenzity ho v poslednim pan-
demickém roce prebiji absentujici uznani. Pro cely vzdélavaci subsystém - s vyjim-
kou zfizovatele a ¢astecné i $kol - pak bylo priznacéné tihnuti aktéru k jejich pred-
pandemickym rolim, které potvrzuje gravitacni silu minulosti (Torfing, 2009) a které
bylo dalsim svornikem kolektivniho sensemakingu. Ke kolektivnimu sensemakingu
prispély vztahy uznani mezi aktéry; naopak ho brzdily neuspokojivé vztahy mezi
aktéry majici koreny v predpandemickych dobach, a rovnéz odlisné prozivani
krize v Case.

Mame-li nase zjisténi vztahnout k tuzemskému védéni, pak nase studie - i pres
jinou $iFi zabéru - ¢astecné zrcadli zavéry Salamounové (2022), ktera ukazuje, ze
decentralizovana skolni reseni krize byla obhajovana odkazem na autonomii vyucu-
jicich a docasnost omezeni. Podobnou situaci sledujeme v poslednim pandemickém
SR, kdy MSMT nechava s podobnou argumentaci odpovéd’ na naroénou situaci na $ko-
lach a zrizovatelich s odkazem na lokalni charakter pandemie a kdy nastava navrat
k rolim jednotlivych aktér( tak, jak fungovaly pred pandemii. Zatimco Salamounova
se vénuje spise centralizovanym resSenim a jejich dusledkim, nase studie prinasi
blizsi porozuméni tomu, jak mohl vypadat sensemaking v ramci nékterych skol, kde
adaptace na nepritomnost zaku probihala bez lidra.

Nase zjisténi rovnéz rozvijeji zavéry Nyklové et al. (2022), které zkoumaly pan-
demickeé rizeni v oblasti domaciho nasili a identifikovaly nevédéni statnich instituci,
které pozorujeme i v naem pFipadé&. PFiznacnou souvislosti ramovani SR 2021/2022
jako normalniho ze strany MSMT jsou chybéjici data. Kromé dat uvedenych v me-
todologickém oddilu jsme v pocatcich vyzkumu sondovaly rizné zpusoby, jak zjistit
rozsah fyzické nepritomnosti zaku ve skole ve zkoumaném obdobi. Na zakladé udajl
od Ceské spravy socialniho zabezpeceni (bez data - a, b), Ustavu zdravotnickych in-
formaci a statistiky CR (2022a, 2022b) a spole¢nosti Edookit jsme nepiekvapivé zjis-
tily, ze absence byly vyssi nez v predpandemickém obdobi, ovsem rozsah a podoba
dat neumoznily ucinit z tohoto poznani samostatnou linku nasi studie. Monitorovani
na ruznych Grovnich pritom probihalo, k jejich vyhodnoceni ale nedoslo. Divod je
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nasnadé: nebyla pro to politicka poptavka, protoze uz mélo jit o normalni rok. A ten-
to rok pak byl normalni i proto, Ze chybéla data, ktera by tento narativ zpochybrio-
vala. Zku$enost daného roku pritom prinesla nékolik podnétl, které zlstaly leZet
ladem: experimenty s riznymi mody vyuky (karantény celé tridy versus karantény
mensiho poctu Zaku a z nich plynouci hybridni vyuka) nebo vétsi zapojeni zfizovatele
do chodu skol, které by mohlo ukazovat dalsi cesty spoluprace do budoucna. Toto
zjisténi lze vztahnout k politice antikrize (Jalusi¢, 2024): zatimco v prvni fazi se
vlady horecnaté snazily prijmout opatreni k zamezeni Sifeni nakazy a ke kompenzo-
vani nerovnosti, které pandemie nasvitila, pozdéji tato energie postupné vyprchala
a z krize nevzesly zadné vize novych moznosti budoucnosti (nebo vzesly jen velmi
omezené). Politika jako by potencial krize ignorovala, jak je patrné z lakonického
konstatovani jedné z predstavitelek MSMT: ,,Prosté byla nova vlada, ktera fekla, ze
uz jsme prosté promoreny.“ (R1)

Posledni vécny diskusni bod bychom rady vénovaly rodic¢im a jejich pozici. Pres-
toZe jsme v nasi studii rodicim jako neinstitucionalnim aktérim pozornost védomé
uprely, do analyzy se nam presto dostavali, a to jako problematicky element - né-
kdo, kdo situaci komplikuje a stézuje si. Byli tak vnimani nejen ze strany skol, ale
také zrizovatele a KHS. Pokud jsme vyse formulovaly, Ze zfizovatel a KHS se nachaze-
ji na okraji vzdélavaciho systému, tak rodice uz jsou za jeho pomyslnou hranici (srov.
Hejzlarova et al., 2021), v pozici neviditelného aktéra (srov. Hejzlarova, 2014), ktery
je s celym systémem silné spojeny, ale opomijeny. Dodejme, Ze podobné povazovali
situaci posledniho pandemického roku za prinejmensim nestastnou i sami rodice
(srov. Jarkovska, 2021). Vzit rodice vice do hry, vyjasnit jejich pozici, vytvorit a kul-
tivovat komunikacni kanaly formulujeme jako jednu z dalSich vyzev - jde o krok
smérem k premysleni o komunité a specifickém védéni, které s komunitou souvisi
a pomaha zvladnout krizové situace (srov. Tarricone et al., 2021).

V ramci diskuse bychom rady formulovaly také limity naseho vyzkumného pristupu.

Prvnim je vybér konkrétniho pripadu, kdy jsme zvolily Uroven krajského mésta,
coz je na Ceské poméry velky a netypicky zrizovatel. Rovnéz jim zrizované skoly
patfi k velkym, a ne zcela typickym, napr. tim, ze jsou plné organizované. Duvo-
dem pro volbu velkého zrizovatele byla jednak existence profesionalniho aparatu,
ktera zajistuje jistou odbornost a kontinuitu pristupu, coz nam umoznilo sledovat
vyvoj v delsim ¢asovém horizontu, a dale niZsi riziko kontaminace osobnimi vazbami
aktér(, a tedy sledovani systémové perspektivy. Limitem je i to, ze kvali absenci
relevantnich daji nejsme schopny urcit, jaka je pozice naseho pripadu v ramci
jinych obci a celé CR (srov. Yin, 2014). PFi vybéru kol v rAmci mésta jsme nicméné
sledovaly kritérium jejich riznorodosti (velikosti na zakladé poctu zaku) a relevance
pro zkoumany fenomén (mira zasazeni pandemii dle hrubé evidence zrizovatele);
vnitfni usporadani pripadu jsme tedy diverzifikovaly.

Druhym limitem je Casovy odstup od udalosti, které nas zajimaly. Provedené roz-
hovory se vztahovaly k velmi turbulentnimu obdobi pred 12-18 mésici, kdy mnohdy
nebylo snadné si vybavit detaily rdznych situaci. Informantky ¢asto mluvily o tom, Ze
se jim rizné déni sléva. Tuto komplikaci jsme resily tim, Ze jsme zjiSténi triangulovaly
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s jinymi vyzkumnymi rozhovory, které jsme realizovaly v pribéhu pandemie. Zaroven
to znamenalo, Ze jsme nebyly schopné ziskat data, ktera by umoznila ¢asové nuan-
covanéjsi rozliseni prozivani jednotlivych informantek nebo presné zachyceni vyvoje
od individualniho ke kolektivnimu sensemakingu v jedné instituci. Vysledny obraz
tedy mlze pUsobit zavadéjicim dojmem homogenity v ramci instituci, jsme nicméné
presvédceny, ze predkladany systémovy pohled ma také svou hodnotu.

6 Zaver

Nas pripad doklada, ze podstatnymi aspekty krize - at’ uz byla prozivana v jakémkoli
Useku pandemického obdobi - jsou znejisténi ohledné vlastni role v daném (novém)
usporadani, smyslu konani a s nimi souvisejici zvyseny objem prace. Jako podstatné
(a pribuzné) aspekty se vyjevily ustalenost vztah( s dal$imi aktéry zapojenymi do
koordinace a vzajemny respekt - tam, kde tyto aspekty chybély, bylo prozivani krize
intenzivnéjsi.

Pandemii covidu-19 Cesky vzdélavaci systém prezil a leccos se naucil. Nestalo
se tak diky perfektné nastavenym procesim a plandm nebo zvladnuté komunikaci.
Zdroje tohoto preklenuti pandemie vidime zejména v praci jednotlivych aktérd na
tvorbé vlastniho a posléze kolektivniho sensemakingu, ktery umoznil nutnou koor-
dinaci. Byla by nicméné skoda s timto reflexi uzavrit. Kromé upozornéni na absenci
dat a pozici rodicu, které jsme popsaly v diskusi, formulujeme jesté dva podnéty
pro nadchazejici krize.

Prvni se tyka kolektivniho sensemakingu, ktery probihal spiSe jakymsi vnitfnim
pohybem nez jako cilena snaha - nazvaly jsme jej proto ,bezdécny“. Rubin a de
Vries (2020) ve své pandemické studii nicméné rozhodovatelim doporucuji, aby
s riznymi sensemakingy aktivné pracovali: ucili se je identifikovat a vyjadrit pro né
pochopeni a rovnéz pouzivali takové komunikacni strategie, které budou citlivé vidi
sensemakingu ostatnich aktér(. Vykroceni timto smérem bychom za zadouci povazo-
valy i my - pripravy relevantnich strategii nebo vyrazny presun zdroju nepovazujeme
v Ceském kontextu za realné, posun v komunikaci (zejména ten mezi jadrem a aktéry
na okraji) by nicméné mohl pristi krize ucinit méné vypjatymi.

Druha vyzva vychazi z identifikace vyznamu posledniho pandemického roku, které
spolutvorily smysl konani jednotlivych aktéru. Je jasné, Ze vyznamy jsou v krizovém
obdobi specifické a nelze na né mit prehnané naroky, ale nas vyzkum lze vnimat
i jako pozvanku k dalsi analyze toho, jaké vyznamy vlastné cesky vzdélavaci systém
drzi. Panuje shoda pouze na tom, ze déti maji byt ve skole? Jak by vypadala koor-
dinace vzdélavani ve chvili, kdy by byl sdilenym vyznamem treba zajem o Uspéch
kazdého Zaka, pripadné respektujici vztahy mezi vsemi aktéry? To, jaké vyznamy ve
vzdélavacim systému vytvarime a jaké role v souvislosti s nimi rGzni aktéri plni, pak
vyznamné spoluurci pribéh dalich krizi.
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Podékovani

Prace na ¢lanku byla podporena z prostredki projektu ,,Domov jako verejnépo-
liticky nastroj: emotivni dimenze domova v dobé karanténnich opatreni COVID-19
v Cesku“ (GACR 21-18033S).
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Priloha
Ukazky kodovani
Ukazky Koéd Subkategorie = Kategorie

V tu chvili jako ta agenda byla dostat, jako Dostat vsechny déti Déti ve skole

zkratit vlastné ty karantény, dostat co nejvice do skoly, podfizujeme  jako cil/priorita

déti, aby prosté nebylo, nebylo v karanténach, tomu vse ostatni

to bylo ten cil, o ktery nam slo a vlastné vic

uz... cil byl co nejvice ve skole, prosté co

nejvice déti co nejvic ve skole. (R1)

Takze vlastné jako, kdyz jste se ptali ,,co Udrzet otevienou

mame délat?“, tak ten pokyn byl ,,jo, udrzte  skolu, zajistit moznost

Skolu otevrenou®. (R7) byt ve skole

... Na ty vladni Urovni samozrejmé ta Hlavné dostat déti

pedagogicka témata jako nebyla vibec téma, do $koly, jak to tam

jako tam to bylo jenom, jakoze déti jsou ve vypada, uz mimo

skole, nejsou ve skole. (R1) zajem

Dostali jsme se do paradoxni situace, kdy nam  Zajistit détem Byt ve skole jako

zavreli sborovnu, ale nezavreli nam skolu. moznost byt ve Skole,  pravo

Vlastné ten stat se k tomu stavil tak, i kdyz je tam nema

ze vlastné ty déti na to maji narok byt v ty kdo udit

skole a Ze teda musime zajistit, ze tam

ma byt uklizeCka a Ze ta uCitelka ma ucit <

z domova jako on-line, a tak... (R7) &
(]

Jasné, jako Ze to bylo obtézujici, ale zase Byt ve Skole prevazi Byt ve Skole jako ;

jako vyvazilo to to, Ze mohly sedét ve skole, neprijemnosti, hodnota Y

a ty déti jsou tady jako mezi sebou. Takze uzivame si, ze smime =

musim Fict, Ze tento rok jako si to velmi byt ve skole ,%

uzivame. (R9) ]
[}

Jako bylo na nich vidét, Ze jsou jako opravdu  Jen byt ve $kole je Byt ve Skole ’E

vsechny ty pani ucitelky a pani ucitelé zdroj uspokojeni, byt  jako kontrast 5

spokojeni, Ze mlZou byt jako v baraku
a nemusi jako ucit on-line. (R9)

ve Skole znamena
neucit on-line

R: Voni se, voni jako fakt byli radi, Zze aspon
na ten tejden jsou ve Skole.

T: No, jasné.

R: Takze pro né to bylo jako plus. Jakoze
prosté dobry. Chci bejt ve skole. A teda
fiukali, ze tam nemUZou bejt porad, no. (R12)

Rotacni vyuka - déti
vitaji, ze jsou alespon
tyden ve skole

k on-line vyuce

Takze bylo to tak, jak ty skoly byly zvykly, jo,
tak jsme se spis vénovali ten posledni rok ty
pedagogicky Casti a navratu téch déti do toho,
jak to jakoby prekonat, a doporué¢enim vaci
tém skolam na Upravu vzdélavaciho obsahu po
tom navratu téch déti. (R2)

Navrat k normalu,
k tomu, na co jsou
Skoly zvyklé

Navrat do skol jako
zatéz v podobé
vyrovnani se

s predchozi
nepritomnosti

Navrat do skoly
jako vyzva

Zaplatpanbuh, Ze jsme mohli byt jako ve
skole. (R9)

Smét byt ve skole, byt
ve skole je Uleva

Byt ve skole jako
nesamozrejmost
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