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Introducing a study of second chance 
school teachers from the self-reflection 
perspective of discourse analysis 
and ethnomethodology
Wstęp do kształcenia nauczycieli w ramach 
edukacji drugiej szansy z autorefleksyjnej 
perspektywy analizy dyskursywnej 
i etnometodologii

Summary: The importance of studying the specific features 
of the educational environment at second chance schools is 
supported by the effort to create more effective tools used to 
introduce marginalised groups into the labour market and, in 
this way, make sure their socio-economic situation improves. 
Teachers involved in second chance education at primary and 
secondary schools take a role they have not been, in the course 
of their education or existing teaching experience, trained for 
and which requires that the framework of their competences 
is re-evaluated. The paper is aimed at suggesting a possible 
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theoretical-methodological perspective in the studies of the 
teachers involved in second chance education, towards an un-
derstanding of their work in the current environment, from 
their viewpoint, by means of self-reflective tools, especially dia-
ries that mirror their everyday life in educational practice. The 
present discourse analysis and ethnomethodology is a highly 
effective approach to sharing a way of constructing identifica-
tion frameworks and practices in self-cognition and managing 
the process of education with regard to the specifics of its par-
ticipants and the delicate nature of the unique and exceptional 
nature of individual potentials and the continuity of complex 
dynamics, development, and changes. The presented model 
of the role of a second chance teacher consists of five levels: 
1) self-identification, 2) self-determination, 3) self-interpre-
tation, 4) self-correction, and 5) self-inspiration. Individual 
dimensions work as discrete fields with their own life and dy-
namics but, at the same time, do not exclude inter-connectivity.

Streszczenie: Badania nad właściwościami środowiska eduka-
cyjnego w szkołach drugiej szansy znajdują zastosowanie jako 
element wypracowania efektywniejszych narzędzi pozwalają-
cych na włączenie grup zmarginalizowanych do udziału w ryn-
ku pracy i zapewnienie im lepszych warunków socjalno-ekono-
micznych. W edukacji drugiej szansy nauczycielom w szkołach 
podstawowych i średnich przydziela się rolę, do której w ramach 
swojego kształcenia zawodowego i dotychczasowej praktyki 
pedagogicznej nie byli przygotowywani, a która wymaga od 
nich przewartościowania zakresu kompetencji. Celem artykułu 
jest nakreślenie jednej z możliwych perspektyw teoretyczno-

-metodologicznych kształcenia nauczycieli w ramach edukacji 
drugiej szansy, uwzględniającej ich funkcjonowanie w aktu-
alnych warunkach, z ich pozycji, z wykorzystaniem narzędzi 
autorefleksji, zwłaszcza dzienników lekcyjnych, jako obrazu ich 
codziennej praktyki edukacyjnej. Zastosowanie analizy dyskur-
sywnej i etnometodologii stanowi bardzo efektywny sposób 
przekazywania wiedzy o konstruowaniu ram tożsamościowych 
i praktyk samopoznania oraz zarządzania procesami kształcenia, 
biorąc pod uwagę cechy odrębne ich uczestników, wrażliwość 
na odmienność i wyjątkowość potencjału jednostek, w toku 
nieustannego dynamicznego rozwoju i  zmian. Zapropono-
wano model obrazujący pozycję nauczyciela w ramach edu-
kacji drugiej szansy w pięciu wymiarach: 1) autoidentyfikacja, 
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2) autodeterminacja,  3) autointerpretacja, 4) samodoskonale-
nie, 5) autoinspiracja. Poszczególne wymiary funkcjonują jako 
pola dyskretne, z własnym życiem i dynamiką, nie wykluczają 
jednak wzajemnych powiązań.

Introduction

Criteria for the evaluation of teachers pose a significant mirror of the situ-
ation in pedagogical practice and provide space for many efforts in the de-
termination of variations of teachers’ competence models. Requirements, 
expectations, and schemes for the evaluation of teachers are not only a profes-
sional tool but also part of educational policies in national as well as transna-
tional frameworks which, as such, present a high level of obligation anchored in 
the programme documents and, subsequently, the organisation of educational 
activities of various types in the everyday life of teachers. 

In the EU countries, the main trends for second chance education are de-
termined by the Lisbon Strategy (2000), the EUROPE 2020 Strategy (2010), 
which defined the direction of national educational policies and the concepts 
of educational society prioritising the development of competitiveness in 
the market. For second chance education, those differentiating moments 
of lifelong education are supportive which point to the prevention of social 
problems, social exclusion, marginalised and other disadvantaged groups, 
groups with incomplete primary education and without further completed 
education, supporting the importance of the content of lifelong education 
in formal and informal education, as well as informal learning at all levels 
that is to be available for everybody regardless their socio-economic situation 
(Lukáčová, 2013).

Second chance education at primary and secondary schools can be defined as 
“an opportunity to, in adult age and a continued and continuous cycle of educa-
tion, acquire such a type and level of education which is normally acquired in 
one’s childhood or youth in the initial cycle of education” (Švec, 2008, p. 225). 
It is connected to the opportunity to make use of so-called ‘second chance’ to 
acquire education and qualification when, for various subjective or objective 
reasons, participation in education was interrupted. It is part of a subsystem 
of schooling which, at this level, plays a substitutive role (Lukáč, 2013). 
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Second chance education is a type of formal education of adults. In terms of 
the cycles of education, the participants of second chance education have always 
been understood as adults, provided they completed the initial cycle of their 
education prior to acquiring a vocational qualification, or this was interrupted 
for various reasons, and such participants later return to the process (either on 
the completion of compulsory schooling, or abandoning general secondary 
or vocational education). Education of adults is an important component of 
lifelong education and includes a whole scale of activities within general as well 
as technical formal and informal teaching that adults participate in after the 
completion of primary education and professional training (Council Resolu-
tion on a renewed European agenda for adult learning 2011).

The present paper focuses on teachers involved in second chance education 
who design educational reality and the possibility of using discourse analysis 
and ethnomethodology in self-reflective practices when portraying the ways 
in which factors differentiating the education of children and youths (their 
dominant direction) from educating adults, usually from marginalised, socially 
excluded, groups are managed. 

Teacher in second chance education and its adult participants 

Specific features of a second chance teacher are determined by the position 
which is not only connected to pedagogical, but also andragogical competences, 
since education and vocational training take place in an environment aimed at 
children and youths. However, adult age can be defined and characterised from 
various viewpoints. With regard to formal education within the school system, 
the lower limit of adulthood is given by the age when compulsory schooling 
is to be completed. In the Slovak Republic, “compulsory schooling takes ten 
years and finishes, at the latest, at the end of the school year in which the stu-
dent reaches 16 years of age, if not defined otherwise by law ((2), § 19 Law 
No. 245/2008 Coll. on Upbringing and Education [the School Act]). The age at 
which compulsory schooling is completed and the average limit of the produc-
tive/retirement age broadly defines the age group of adults, i.e. from 16 to 65 
years of age (cf. The Survey of Adult Skills [PIAAC]). The school legislation of 
the Slovak Republic (Law No. 245/2008 Coll. on Upbringing and Education 
[the School Act]) allows for second chance education in an external (part-time) 
form of study in the system of primary and secondary schools as early as the 
age of 16.
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Educational environments “differ in the types of participating subjects and 
the content, forms, and intensity of educational processes” (Průcha, 1997, 
p. 66). Second chance education takes place in a school environment follow-
ing the national curriculum identical to the one applied in the initial cycle 
of educating children and youths. Educational environments differ in their 
organisation and, in the case of adult participants of second chance education, 
also in the taught subjects. Second chance education takes place in a part-
time form and an emphasis is placed on the students’ individual learning. 
Law No. 245/2008 Coll. on Upbringing and Education (the School Act), § 54 
Forms of organisation of upbringing and education, Point 3, states that part-time 
education is carried out in an evening, remote, or distance form. 

Table 1 summarises the differences between the following groups: a) stu-
dents – children, youths, and b) adult participants of education, based on 
external and internal criteria. Among external criteria are: a) the way education 
is financed, b) educational environment (organisation of education, partici-
pants of education, specifics of the teacher – student relationship), c) socio-
economic factors. Internal criteria include: a) cognitive factors, b) emotional 
factors, c) motivational factors. Here, the internal criteria have been based 
on publications in the fields of psychology, pedagogy, and andragogy (Beneš, 
2014; Vágnerová, 2012; Petlák, 2019; Končeková, 2010; Machalová, 2006).

Table 1
Differences between students and adult participants of education in the system of primary and 
secondary schools

1. External criteria Students – children and youths Adult participants of education

1.1. Forms of financing 
education

Education free of charge. 
Financed from state funds and self-
governing regions.

Tuition – employed adults.
Possibility of education free of charge – the 
long-term unemployed, members of margin-
alised groups, incarcerated adults. 
Financing – state budget, European structural 
funds.

1.2. Educational 
environment Students – children and youths Students – adults

1.2.1. Organisation  
of education

Full-time education.
Intense contact with the teachers. 
Teaching of students controlled by the 
teachers.

Part-time education: evening, remote and 
distance form. 
Less intense contact with the teachers.
Emphasis on self-study.
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1.2.2. Participants  
of education

Teacher and student – child, teenager, 
adolescent; parent – the child’s legal 
representative, student – the child’s social 
status and his/her social roles – son/
daughter, sibling.

Teacher and adult student, the status of an 
adult person, starting their own family (social 
roles – husband/wife, parent), starting 
a career (employed/unemployed).

1.2.3. Teacher – student 
relationship

Adult – child/youth relationship, teaching 
controlled by the teacher who educates 
the students in the school environment 
and takes over responsibility for them.

Adult – adult relationship, in the legal context, 
mature students are responsible for their 
behaviour. 

1.3. Socioeconomic 
factors

Students from various social classes with 
various level of family income.

A majority of participants of education are 
members of lower social classes with a low 
family income.

2. Internal criteria Students – children and youths Adult participants of education

2.1. Cognitive factors

Perception, attention, memory, way 
of thinking during development, active 
attention, less stable and consistent 
attention and focus, mechanical memory 
increases between the ages of 7 and 15 (on 
average); in adolescence, logical memory 
prevails over mechanical, imagination in 
childhood influences perception, puberty 
and adolescence is typical of daydream-
ing, concrete thought being at its best in 
adolescence. 

In adulthood, perception develops, good 
attention and focus, the level of mechanical 
memory decreases while the level of verbal-
logical memory increases, better organisation 
of memorised material, capability of more 
complex thought.
Involution changes in cognitive processes take 
place (on average) after a person reaches 
45 years of age. Involution changes are com-
pensated by knowledge and experience.

2.2. Emotional factors Emotional instability, mainly during puberty, 
fades away as late as adolescence.

Emotional life harmonises, emotional instabil-
ity changes into emotional stability.

2.3. Motivational 
factors

Motivation determined by innate predispo-
sitions and conditions given by the environ-
ment (family, school, peer groups, media, 
social networks). Motives change and are 
of temporary nature, the experience of 
school success (or a lack of it) is key.
Motivation – grades, avoiding punishment, 
getting praise or reward, interest in specific 
school subject(s), topic(s).

Motivation determined by the status of the 
adult, influenced by the work area, family 
and community life Motivation – find, retain 
or change job, start a business, support by 
the family. 

Source: Own study.

However, the participants of this education are adults of a very specific 
personal background. Due to this fact, an intersection between pedagogical 
and andragogical aspects is typical for this educational environment as: 1) it 
is formal education (at a school) for the purposes of acquiring a level of edu-
cation (which is only possible in a school, following the legislation in force); 
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2) it is carried out in accordance with pedagogical laws and documents applied 
in the education of children and youths; 3) its target group is adults rather 
than children or youths who, according to Beneš (2008), cannot be reduced 
to students (since adult people are not isolated from their social roles in their 
work, family and personal spheres of life); 4) the subject of education cannot 
be a lecturer or an educator of adults (as is the case in andragogy) but rather 
a primary or secondary school teacher (Lukáčová, 2017).

From this position of a second chance teacher, it is obvious that the train-
ing for specifics of the educational process and working with adult partici-
pants of education who are usually members of marginalised groups, requires 
taking the specific and unique nature of this education environment into 
consideration. The common environment of primary and secondary schools 
also requires a focus on creative and innovative methods and tools, including 
individual approach. Nevertheless, working with marginalised groups calls 
for an understanding of their social, economic, social, cultural, family as well 
as individual specifics, alongside a great number of active determinants and 
developmental characteristics, differing in many aspects. Starting with the 
motives for education, reasons for interrupting the continuous process of edu-
cation, potentials for education, through understanding the actual role of the 
participant of education, possibility to find one’s place in the labour market, 
to great numbers of obstacles, barriers, or risks, these educational processes 
possess attributes of exceptionality and extraordinariness. Since teachers enter 
education without special training aimed at the specifics of this job, they are 
inevitably reliant on improvisation and ‘trial and error’ methods, the need to 
deal with discomfort in many regards, as well as a different way of evaluation 
of their work and its effectiveness. 

There are various target groups within second chance education and local, 
or regional, peculiarities can be observed. Among frequent participants are 
Roma, people coming from a marginal socio-economic environment who, in 
the past, did not appreciate the importance of further education and acquiring 
formal qualification, prisoners serving their sentence, as well as people who 
are interested in starting their own business but lack the necessary qualifica-
tion that can be acquired within the system of formal education. A unifying 
point for all the target groups is the status of participants as adult learners 
and the identification of the educational environment in the spectre of adult 
education. Since the teachers are in the position of educators of adults, their 
dominant position is that of a primary or secondary school teacher, placed in 
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the context of features differentiating a teacher of children and youths from 
a teacher of adults. Thus, examining the role of a second chance teacher is 
inevitably connected to the specifics of two varied educational environments 
with significantly different target groups.

The construct ‘teacher’s quality’ is closely connected to cross-sectional 
schemes of professional competences and is determined by rather general 
aspects, based on the parameters of educated society and its attributes. Among 
such attributes are, for instance, strong individualisation, an emphasis of crea-
tive and critical thinking, quality methodological tools, etc., however, these 
differ significantly from one target group to another. Requirements assigned 
externally are known and anchored in relevant documents and programmes, 
with the reality of a common educational environment being part of research 
studies and evaluative processes; however, the issue of second chance educa-
tion and its peculiarities with regard to its institutionalisation, organisation, 
participants, tools and methods, as well as its effectivity is significantly under-
developed. Questions especially arise where this educational environment is 
closely connected to the situation in the labour market, possibilities to make 
full use of available potential, contrast between the offer and demand and the 
general effectivity of investment in second chance education (finances, human 
resources, potentials, etc.), as well as where there is a need to provide quality 
education and teachers.

The teacher of second chance education in self-reflection 

An assessment of teacher’s work is part of evaluative processes, techniques, 
tools and methods in the context of educational effectiveness. The criteria 
set externally (institutionally, through theoretical and practical lenses, or the 
creative work of a researcher) make use of the possibility to acquire informa-
tion following frameworks set in advance, taking regard for the goals set at the 
level of qualitative or quantitative analysis. Here, the teacher is the subject of 
research and assessment and serves as a ‘source of information’; alternatively, 
information is acquired from other ‘sources’ – participants of education, su-
periors or colleagues, when, for instance, observation methods are marked 
by the level of subjectivity of the observer, various types of content analysis, 
only occasionally exceeding the descriptive character of working with mate-
rial. Quantitative tools are only used for what can be measured and in what 
way while common reports and evaluation sheets in teaching only provide 
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a rough overview, etc. Each of the available tools has its advantages as well as 
disadvantages, providing the existing spectrum of knowledge with something 
new and enriching while being exceptional when uncovering the studied area 
in its complexity. 

With regard to the generally intense trend of emphasising self-reflective 
tools in the effort to increase the quality of a teachers’ work (Minor, 2002, as 
quoted in Orosová, Ganajová, Rozenfeld & Desiatniková, 2018, p. 2), it is 
possible to provide a highly varied interpretation spectrum of contents and 
meanings with consequent implication for the relationship towards teachers 
themselves on the one hand, and the cognitive, or evaluating, subject on the 
other. Compared to other tools, the difference primarily lies in preserving the 
unique nature of the teacher’s viewpoint and providing freedom in the way 
of recording expressions as well as the content, greater space for sincerity and 
personal depth, especially in the way of utilising self-regulatory mechanisms 
of individuality aimed at self-change, self-development, self-determination, 
self-correction, etc. Self-reflection, or the self-reflective competence, can be 
included in the set of a teacher’s professional competences (Bajtoš & Orosová, 
2011), alongside professional (related to a specific field), psycho-didactic, com-
municative, diagnostic, planning and organisational, advisory and consulting 
competences, with the aim of assessing one’s work and improving future 
activities.

Self-reflection can be understood as part of general reflectivity in the experi-
ential sharing of not only professional but also personal and other values, be 
it in a progressive or a regressive (constructive or destructive) mode, always 
respecting the specifics of purposes and goals as the initiation as well as con-
sequences of the processes of continuous creation of the internal as well as 
external world of the subjects. It is a journey of constant search for explanations, 
interpretations, attitudes, and evaluations with regard to situations, events, and 
circumstances in the variability of the constructed (in our case educational) 
environment, including (self ) identification aspects. 

Reflection, or reflective practice, has a long tradition and stems from phi-
losophy, particularly the work of Dewey (1933) on reflective thinking for 
personal and intellectual growth (psychological approach) where the main 
steps of reflection are defined as follows: 1) doubting and feeling perplexity in 
relation to a given situation; 2) tentatively interpreting the possible meanings 
of the situation or factors involved in it and their consequences; 3) examining/
exploring/analysing all considerations that might help clarify the problem; 
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4) elaborating the preliminary hypotheses; and 5) deciding a plan of action 
(Dewey, 1933, p. 2). A more critical and transformative approach is rooted 
in critical social theory (Freire, 1972; Habermas, 1974). Schon’s (1983) work 
on the ‘reflective practitioner’ has also influenced many scholars interested in 
the work of professionals and how ‘reflection-in-action’ and ‘reflection-on-
action’ can influence their professional education. Reflection has been variously 
defined from different perspectives, but at the broad level includes two key 
elements: 1) making sense of experience; 2) reimagining future experience 
(Ryan, 2012). Grossman (2008) suggests that there are at least four different 
levels of reflection along a depth continuum – from descriptive accounts, to 
different levels of mental processing, to transformative or intensive reflection. 
Ryan (2012) offers more specific conceptualisations and applications to practice 
of reflection modes: written, oral, visual, embodied, and multimodal forms.

Reflective processes can be understood as a common denominator for highly 
variable strategies in permanent changes of behaviour. Logren, Ruusuvuori and 
Laitinen (2017) propose four key methods – diaries, journals, and applications 
to conversational practices such as cue questions and stimulated recall (Coulson 
& Harvey, 2013; York, Yamagata-Lynch & Smaldino, 2016). These methods 
have been developed within adult education (Boud, Keogh & Walker, 1996; 
Mezirow, 1990, 1998; Samuels & Betts, 2007; Waring, 2014), the reflective 
practice of health professions (Mann, Gordon & MacLeod, 2009) and medi-
cal education (Sandars, 2009), and others. The development of methods has 
drawn upon interview, observational and textual data, together with theoretical 
knowledge about the cognitive factors that benefit individual change (Logren, 
Ruusuvuori & Laitinen, 2017).

Reflectivity can provide information not only about what the world is like 
but also about what it could, or should, be (Hu & Little, 2015). Reflection is 
as complex as the subject of reflection (regardless of the issues of authenticity 
or veracity), when reflectivity stands for an individual, or group, ability and 
potential to realise one’s own image of the surrounding world (educational 
environment) and their position, role, in it. The methodological basis in 
the theory of complexity allows for work across interdisciplinary differences, 
in the inter-disciplinarity of aspects of pedagogy (the nature and character 
of educational processes), andragogy (environment of adult education), psy-
chology (mental processes and aspects), sociology (social situation, structures, 
processes, organising, positions), cultural studies (rules, values, creation of 
a specifically human environment), anthropology (types of human contact, 
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unions and societies, formation of social patterns), as well as political stud-
ies (power structures and positions), economy (creation and distribution of 
products of human activity), etc. The importance of reflection in education, 
and across disciplinary fields, is widely recognised (Ryan, 2012).

In this perspective that is least limiting, the reflected educational environ-
ment can be understood as a specifically human environment with activities, 
socially interactive individuals (other subjects), products, institutions, and 
instrumental dispositions (including methods), in constant motion, aimed at 
educational intentions and goals (Kuhn, 2008). Characteristics included in 
the terminology of theory of complexity – multi-dimensionality, non-linearity, 
interconnectivity, (long-term) non-predictability, continuous change, sensitiv-
ity to initial conditions, etc., are part of this perspective. A complex view is that 

in human beings, as in other living creatures, the whole is present within 
the parts, every cell of a multicellular organism contains the totality of its 
genetic patrimony, and society inasmuch as a whole is present within every 
individual in his language, knowledge, obligations and standards (Morin, 
2001, p. 31). 

Semetsky (2005) points to the difference between what ‘should be’ and 
what ‘is’, or, a confusion between what should be perceived as complex in its 
essence and nature (as that is what it is) and what is understood in education 
when tools of arranging, structuring, organising, and managing the educational 
environment function, in many aspects, in contradiction to characteristics 
of complexity (e.g. the effort for maximum control blocks natural potential; 
quality indicators supress qualitatively significant effects; requirements and 
expectations block creative production; externally determined directions of 
communication block mutually interactive processes, etc.).

Self-reflection turns attention, direction, content, values, and interpretations 
towards the creation of subjective space and is, thus, reflection of oneself in 
the active course of events, in accordance with the formation of self-image 
in self-observation. It takes place as a process of a conscious search for one’s 
own conception of one’s uniqueness in the continuity of past, present, and 
future. It serves as a tool for self-cognition, self-understanding, as well as self-
presentation which, in essence, happens constantly, as any interaction with the 
surrounding world can only take place by means of individualised structures of 
personality, their features, characteristics, and potentials, and everybody creates 
their relationship towards anything and anybody exclusively from their own 
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position. It is, therefore, possible to understand self-reflection as systematic 
processing of feedback (Orosová et al., 2018), as a process of self-awareness 
(Hupková, 2006), self-evaluation (Průcha, Walterová & Mareš, 1995, p. 196), 
as an “internal process that helps teachers to assess and analyse their pedagogi-
cal activities, views, attitudes which teachers, consequently, utilise for their 
professional improvement and development” (Feranská, 2017, p. 83). In the 
conditions of educational reality, self-reflective processes focus on the character 
of processes determined by education; however, in the overall scheme of things, 
they also overlap with other relevant areas. 

Among methods of self-reflection in the teaching practice are observations 
(inspection), self-reflective interviews and debates (mainly aimed at feedback), 
self-reflective questionnaires (specifically structured query schemes aimed at 
research objectives and goals), polls, discussions, preparation of self-reflective 
teaching plans, and self-reflective taxonomy. Among the most intense with 
regard to their content and weight are self-reflective observation, including 
introspection and self-reflective diaries (in order to record one’s own experience, 
views, perception, feelings and emotions, opinions, evaluations, standpoints, 
and activities within internal retrospective). It is self-reflective diaries that are 
a source of a great amount of significant information regarding teachers’ work 
in their educational environment, with the possibility of observing one’s own 
developmental steps, changes, and great variability of internal views, under-
standing and assessment through the lens of everyday life. 

It is self-reflective diaries that are a source of a great amount of significant 
information regarding teachers’ work in their educational environment, with 
the possibility of observing one’s own developmental steps, changes, and great 
variability of internal views, understanding and assessment through the lens 
of everyday life. For teachers, diaries are an important journey to one’s own 
intimacy and in-depth personality; their keeping induces the feeling of quiet 
privacy, an opportunity to stop and deal with ‘nothing but oneself and one’s 
world’ and, in this way, acquire information that is highly valuable and useful 
for interpretation. It is, thus, interesting that they are among the least frequently 
used tools and, at the same time, most commonly labelled as a method that is 
never used by teachers (Orosová et al., 2018). As Wiegerová and Lampertová 
(2012) state, it is diaries whose greatest disadvantage is the difficulty to convince 
teachers to cooperate in research while it is something that is most valuable for 
self-reflection – recording one’s own internal thought processes, their descrip-
tion, interpretation, contemplations, confrontations, etc., that teachers do not 
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find an attractive enough world. The data and information acquired in this 
way can be analysed by means of appropriate qualitative and quantitative tools, 
each technique offering a specific image and cognitive output. 

Discourse analysis and ethnomethodology in the educational environment

Data collected in qualitative research are most frequently processed by con-
tent analysis in the effort to produce key descriptions, categorised structures, 
schemes, and relational frameworks. Self-reflective tools and their products 
can provide highly intense and classic content analysis that, by far, exceed 
constructed products of work with statements of varied character that then 
become part of coproduction (of the author and the researcher) of the analysed 
meanings, with regard to the specifics of educational reality. Educational en-
vironment in second chance education is among those that are rather poorly 
documented. The criteria of evaluation usually maintain a viewpoint adequate 
for primary and, especially, secondary schools and are determined institution-
ally – externally. Working with self-reflective materials (primarily self-reflective 
diaries) makes it possible to examine the work of teachers in second chance 
education from the inside – from their own viewpoint – and observe the specif-
ics of their work with minimum regulation and interference by the researcher. 
For analysis, a text that is an authentic account (be it structured or not) is 
available that provides significant space for cognition. 

Making use of discourse analysis and ethnomethodology leads to highly 
complex interpretations and, in their focus and tools, the limitations of various 
branches and sets of methodological tools become more relaxed. As early as 
1963, the sociologist Harvey Sacks published one of the earliest ethnomethodo-
logical writings, within which he suggested that the ways in which people self-
characterise are central to the social world (Sacks, 1963). Educational reality can 
be accepted as a specifically constructed and organised social world, in which 
teachers are among the main agents. Self-reflection in diaries, even though 
not created through direct interaction, bears signs of reflective interactivity 
in the given environment and provides unique evidence, together with other 
contextual images, about everyday personal life and who/what a teacher in 
second chance education is in educational practice. 

Discourse analysis is a complex analysis of any content, meaning, and practice 
in the framework of context. Context is defined as a mentally represented struc-
ture of features that characterise social situations and events which significantly 
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relate to the production and construction of discourse (Duranti & Goodwin, 
1992). Discourse as a dynamic sign system of constructions is not only a text 
that, through a subjective lens of anecdotal experience and its interpretation, 
combines the aspects of social, cultural, historical, psychological, moral-ethical, 
and other levels but, at the same time, a space for grasping the specific aspects 
of individually shared acts and themes. 

The concept of discourse is a vast spectrum of topics in various disciplines. It 
refers to a great number of approaches to analysing written or oral accounts, 
done alongside the study of language in the effort to identify individual and 
group specifics in broader social contexts, taking regard for set topics. “Dis-
course is a field of speech in which meanings of events and objects of social 
reality are conceptually created or shaped” (Klapko, 2016, p. 388). In the 
centre of the researcher’s attention is the use of language and ways in which 
various semantic plains of shaping the reflected reality are created. In more 
recent papers, language is viewed, in all its forms, as constitutive rather than 
representative or reflective of social reality or the inner mind (Lester, 2011). 
Schiffrin, Tannen and Hamilton (2001), in their introduction to The Handbook 
of Discourse Analysis (p. 1), note that definitions of ‘discourse analysis’ can be 
grouped into three general categories: 1) the study of language use; 2) the 
study of linguistic structure ‘beyond the sentence’; and 3) the study of social 
practices and ideological assumptions that are associated with language and/or 
communication. In the educational environment, there are studies that point 
out the importance of conscious reflection – “like discourse analysis utilised 
by teachers themselves – as an important element of development within 
mediated action” (Wertsch, 1991, p. 68), while pointing to the importance 
of language and its analysis for the understanding and possibility to adopt ef-
fective practices of teaching in class (Burbules & Bruce, 2001). Theoreticians 
dealing with discourse analysis emphasise that discourse can never be ‘neutral’ 
or value free, as it always reflects ideologies, systems of values, faith, and social 
practices (Gee & Green, 1998).

Klapko (2016) presents a possible classification of methods for the hierarchy 
in discourse analysis. Here, most authors use as a criterion the level of autonomy 
of the agents, where conversation analysis (Sacks, 1995) is in the position of an 
intense focus of the agent and the analysis provides constructions related to the 
statements and actions of those involved taking their statuses into account. Sig-
nificant conceptual initiatives for discourse analysis can be found in Foucault’s 
Archaeology of Knowledge (2002), where discourse is understood as practices 
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subjected to certain rules. With regard to the essence of archaeology as a set 
of rules for discourse, this refers to dealing with what the agents report on in 
relationship to the institutionalisation of power practices and their construction, 
rather than the active participants as autonomous subjects. In many respects, 
discourse psychology (Harré & Gillett, 2001) is close to conversation analysis, 
especially in terms of the focus on interactivity and the content schemes; its 
specifics can be found in the relationship towards the interpretation of “human 
action as the dynamic interplay between ‘mind’ and ‘world’, that is, between 
a mental world of thoughts, beliefs, and emotions ‘within’ and the social, 
normative, and ideological world ‘out there’” (Korobov, 2010, p. 263). These 
are, thus, concepts that deal with active, dynamic, and constructive processes 
of human interaction on the one hand while, on the other hand, also observ-
ing what originates in these interactions, what people bring in them (mind) 
and how the schemes of norms, rules, and ideologies (world) function in this 
context. Critical discourse analysis (Fairclough & Wodak, 1997) focuses on 
the investigation of the political and social contexts constituting discourse; it 
includes, among other things, the issue of identity, awareness/self-awareness, 
and systematically reproduced differences in the relationships of power and 
authority, their dynamics, institutions, and cognition. Another criterion for 
the classification of discourse analysis (Klapko, 2016) is their imbedding in 
a specific set of tools – linguistic, historical, sociological, sociolinguistic, bio-
graphical, ethnographic, etc. In present-day educational research, discourse 
analysis, as part of social structures, is required and extensively used to ex-
plain the teaching process. With regard to the character, focus, and tools of 
discourse analysis, an alternative theoretical viewpoint can be suggested (Gee 
& Green, 1998).

In the context of possible needs of pedagogical analysis, Sedláková (2018) 
provides the following overview of discourse theories: 1) critical approach to 
commonly available knowledge, when the teacher as a knowledge mediator is 
to approach a self-reflective view on forming his/her own thoughts and ide-
as and motivate students to do the same; 2) the relationship between discourse 
and power focused on the formation of unequal conditions for the participants 
of events; 3) interconnection between knowledge and social actions in study-
ing the journey from certain knowledge towards generating social response; 
4) discourse as a linguistic form within a specific group or environment, such as 
observing the language codes of marginal, or socio-culturally defined, groups; 
5) analysis of media discourse as a dominant voice forming opinion cohorts in 
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society; 6) discourse analysis of the forms of social representation, shared by 
the members of a different group; 7) analysis of discourse with the intention 
of understanding its effects, for instance, what language does to its recipients, 
how speakers achieve their goals, etc.; 8) dialogic nature of discourse at the 
level of interaction and observing communication rules. The above areas can 
be understood as mutually interconnected and intersecting, rather than mutu-
ally exclusive. Adger (2001) lists some topics of discourse analysis in school 
settings: 1) classroom interaction as a cultural practice (ethnographic research); 
2) classroom discourse and literacy development; 3) discourse study of second 
language development; 4) classroom discourse as learning; 5) school as a venue 
for talk; 6) application of discourse studies to education.

In the identification of social processes of cognition (including self-reflec-
tive practices), the implementation of tools used in studying the dynamics 
of discourses in time as part of creative interpretation of a great number of 
semantic plains of reflection and their variability is fundamental. Compared 
to individual events or themes, this approach is enriched by such aspects that 
concern the level of stability of semantic, identification, interaction, and other 
schemes, including those determinants that enter the space and free the ac-
counts in the complexity of their potential in the given environment. With 
regard to the complex and continuing nature of the educational environment, 
research is often a combination of discourse analysis and an ethnographic ap-
proach, directed at such questions as what counts as learning in the specifics of 
various environments, local and group peculiarities, socio-cultural factors and 
subjects (Gee & Green, 1998). With regard to self-reflective diaries, grasping 
the records in a text form as a constantly continuous process, considerably 
dynamic in its transformations (sensitivity to the initial conditions), as it is 
not discourse related to a single event, situation, or theme. It is possible to 
observe how educational processes and practices shape in time, whether and 
how active viewpoints and perspectives of arrangement, organisation, and rules 
develop, including the variants of the identifying attributes of the participants. 

It is in the approach taken in ethnographic papers where the essence of the 
tools applied in ethnomethodology can be found, aimed at analytical atten-
tion “to the ordinary and mundane ways that people in their everyday lives 
jointly produce, account for, and manage local, practical, and taken-for-granted 
scenes to produce social order” (de Montigny, 2007, p. 95). 

Ethnomethodology works with participants (agents) as the products of inter-
actions in various environments where “settings are self-organizing, and that 
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organization includes the identities of the ‘actors’ within them” (Garfinkel 
& Sacks, 1970, p. 342). Internal conditions of the agents, their self-evaluation, 
self-cognition, motives, tools, self-image and others, are always the final crea-
tion of the interactions in progress. For a teacher in a second chance educa-
tional environment, it is a priority interaction with adult learners, which is 
why shaping the teacher’s identity is a constant process as well as a product 
of interactive schemes in various extents of stability/variability. Self-reflective 
tools allow for the discovery of ways (methods) in which teachers, in their 
role, form and shape themselves through interaction with their students, tak-
ing the objectives of educational processes into consideration, as well as other 
relevant contexts, directly related to education or exceeding the educational 
environment (as broader social contexts).

Ethnomethodology originated in the 1960s as a sociological theory (Gar-
finkel, 1967; Sacks, 1995) embedded in a broader context of problematisation 
in social theory. This approach can be understood as an empirical study of 
practices, procedures, methods, and the common-sense knowledge that social 
actors use every day to make sense of and, at the same time, to produce social 
scenarios in which they participate (Heritage, 1984). Ethnomethodologists 
focus on the observable actions of individuals in concrete contexts, taking 
into account the discourses that agents produce as part of their actions (Ritzer, 
1993). In this context, the object of the study is a set of strategies, procedures, 
and methods that the agent in a specific environment finds as an appropriate 
way to coordinate and manage expected activities in current circumstances. 
The focus is mainly on diverse variations in practical methods that the agents, 
in their everyday life, produce in order to recognise and explain social sce-
narios and, based on these, shape the meanings of social (educational) reality. 
Language and its use are the key elements of these methods and procedures, 
while competent members, indexicality, reflexivity, and accountability act as 
auxiliary concepts. Ethnomethodology understands individual agents as com-
petent and active members within their social reality, with necessary knowledge 
and work experience, able to participate in the production of various social 
environments (Coulon, 1995). Indexicality refers to the contextual character of 
ordinary language: words (and actions) acquire their full meaning in concrete 
contexts of interaction (Coulter, 1991). Reflectivity points to a bi-directional 
movement that operates at all times, when the social order is perceived and 
described by the agents and is, at the same time, created through interactions 
in social situations. Accountability points to the fact that all social actions are 
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describable, intelligible, relatable, or analysable by the competent members 
who participate in it. “Accounts are achievements of competent members and 
are indexical as they should be considered external to the context where they 
occur” (Guzmán, Stecher & Rueda, 2016, p. 515).

The use of ethnomethodology in the discourse of self-reflective diaries is 
directed at studying what ways teachers in second chance education prepare 
and use as their individual practices, methods, procedures, in unique events and 
situations in an environment of interaction with specific groups of participants 
of education and with regard to their views, perceptions, and shaping the 
educational environment. 

The use of self-reflective tools for the study of processes and products of self-
constructing can be highly effective, especially wherever there is a need to open 
deep levels of semantic schemes, mainly with regard to the construction of 
self-identity and the use of competence practices in ongoing processes. Em-
pirical analyses in specific conditions and with specific aims point to not only 
significant findings and new, enriching, knowledge but especially to a large 
spectrum of possible implementation of discourse analysis and ethnomethodol-
ogy to answer the questions asked. Pertinent to Pereira’s (2014) research is an 
example of discourse analysis in critical and interpretative perspectives of body 
representation, focused on self-reflective practices and self-representation while 
coupling heterogeneity and multiplicity of self (not only fragmentation) and 
on the awareness of one’s own identity, accompanied by certain representations. 
The discourse analysis of student athletes in relationship to the possibilities 
of integrating the role and identity of the student and athlete (Cosh & Tully, 
2014) has a similar focus. The research dealing with discourse analysis in eth-
nography (Cheng & Pan, 2019) points to diverse understanding of the roles 
and identities of English teachers in English-speaking countries and China, in 
typically recurring events. Self-reflective diaries as material for critical discourse 
analysis (Jalilifar, Khayaie & Kasgari, 2014) are understood as part of reflective 
practice and an oncoming dominant aspect of teacher education programmes 
worldwide. A paper dedicated to self-reflective tools of effective teaching by 
discourse analysis (Pliliouras, Plakitsi & Nasis, 2015) pointed to significant 
differences in which methods teachers use in various environments with various 
participants of education and with varied intentions of their works, including 
differing frameworks of reference. Discourse interaction in working with read 
and written text by young and adult education students (Gomes, Fonseca, Dias 
& Vargas, 2010) pointed to differences in the developmental characteristics 
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of the participants of educational processes regarding cognitive processes and 
possibilities of critical reflection of interactions in one’s personal experience. 
Research into student teachers who, in a field of discourse, work with repeated 
reading of children’s literature (Tal, 2012) also deals with reflective competences. 
In the context of the present topic, research from variously defined educational 
environments is especially relevant, as well as research aimed at self-reflection 
and its means, the teacher – student relationship, the processes of elaborating 
real practices and patterns with regard to self-identification, managing certain 
tasks, flexibility, etc.

The roles of teachers in second chance education in self-reflection – levels of analysis

The objective of the present paper is to research (present) those means and 
methodology of studying specific conditions for second chance teachers which, 
based on an in-depth analysis, allow for the construction of educational reality 
by teachers and their position (identification) in such a reality through self-
reflective discourse which enables the formation of competence frameworks 
and, consequently, assessment of the teacher’s quality, resulting not in a set 
of empty external criteria (in many aspects removed from reality) but, rather, 
recognising and taking into consideration the specific viewpoint of the active 
participants in the interactive environment of educational practice. Moreover, 
opening a discourse field within the concept of ‘a teacher in second chance 
education’ (cf. the objectives of the research project that the paper is part 
of ) in self-reflection of directly experienced and constructed reality means 
providing a vital space for shared meanings which, in the logic of discourse 
analysis and ethnomethodology, can provide (from the methodological as well 
as practical viewpoint) valuable constructions, schemes, patterns, and tools 
useful to answer the following questions:

 – who is a second chance teacher and what are they like; what is the level 
of their identification with their role; 

 – which means are available for the teacher to manage the dynamics of 
education, what patterns might be extracted and used for solving com-
mon as well as specific situations, events, and challenges; 

 – how is the borderline perceived between the standard and the expected on 
the one hand and the unique, exceptional, and specific on the other hand; 

 – what is the level, form, and methods of the individual contribution 
when constructing educational reality;
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 – which factors determine the reflection, understanding, and the accept-
ance of the teacher’s role and what are the outcomes;

 – and many others. 
Getting answers to the above (and further) questions might be aided by 

the model structure of the roles of second chance teachers as a suggested 
technique for an empirical research analysis in the studied area. With regard 
to the above theoretical-methodological basis, it is possible to form, on the 
anticipatory level, a rough theoretical model, which could (and for the present 
empirical analysis also will) serve as a guide and a compass in the analysis of 
self-reflective empirical material with the idea of operationalising the key com-
ponents of competence schemes and models by means of terminology within 
discourse analysis and ethnomethodology, which is unique and exceptional by 
its naturalness in everyday life. The model can serve as a bridge between the 
theoretical-methodological background for empirical research and work with 
actual self-reflective material, produced directly by teachers during their teach-
ing practice. It fully respects the tools of discourse analysis and ethnometh-
odology and is not presented as an unalterable scheme, but rather a reflection 
of the intentions and goals of the subsequent empirical analysis, which, in 
teachers’ non-regulated self-reflections, should not be lost. The model is sup-
ported and inspired by authors in the field of theory and methodology (such 
as de Montigny, 2007; Guzmán, Stecher & Rueda, 2016; Lester, 2011; Adger, 
2001; Fairclough, 2003; Maynard & Clayman, 1991; Klapko, 2016; Sacks, 
1963; Harré & Gillett, 2001; Bajtoš & Orosová, 2011), as well as empirical 
analysis (for instance, Pilouras, Plakitsi & Nasis, 2015; Cosh & Tully, 2014; 
Jalilifar, Khazaie & Kasgari, 2014 and others).

Discourse analysis can be supported by an approach of discourse analysis, 
determining what questions will be asked, as well as the logic, construction, 
and reconstruction of the meanings, their structure and the final image. Ethno-
methodology makes it possible to use various types of discourse analysis and 
available tools in a free choice of the perspective in leading the subjects and 
their accounts, with the use of any available methodology. With regard to what 
the logic of this analysis and the focus of the questions asked can provide, the 
fundamental levels (dimensions) of the analysis can be formed and defined 
in a generalised framework as a theoretical model of a second chance teacher:

1. Self-construction (I AM).
2. Self-determination (EXTERNAL and INTERNAL).
3. Self-interpretation (INDIVIDUALISATION).



Introducing a study of second chance school teachers… / 179

Konteksty Pedagogiczne   2(17)/2021

4. Self-correction (I CREATE).
5. Self-inspiration (PRACTICES).
Self-construction, I AM. Whenever a person presents (writes/says) some-

thing, it is always done in self-perspective, regardless whether an externally 
adopted arrangement and organisation of social order follows, or ‘one’s own’ 
opinion is internalised, provided one does not exclude the other – any presen-
tation is a presentation of, about, and from oneself and always has a relational 
character and is a product of interaction with the surrounding world, active 
conditions, and their reflection from the viewpoint of the structure of one’s 
personality. In this way, a complex of individual identities is created (Harré 
& Gillett, 2001; Pilouras, Plakitsi & Nasis, 2015) or a complex of schemes and 
structures of self-identification (Cheng & Pan, 2019; Pereira, 2014; Korobov, 
2010) that is in constant dynamics (what was true yesterday might not apply 
today, what was valid for one event might not be applicable to a different one). 
This level is connected to questions about who one is, what they are like and 
why they are like that; including self-assessment following adopted rules (be 
it voluntary or enforced), self-image and imagination framework on a posi-
tive or negative spectrum (I am a good teacher – I am a bad teacher). It in-
cludes motives, intentions, aims, feelings and emotions, as well as competence 
frameworks, positions of power and authority, self-diagnostics, frameworks of 
values, etc. The level of identity/identification determines the status of focus 
and its direction – I am more of a carer than an educator; I am a good leader 
but a bad subordinate; I like to teach but I find it exhausting; I do it because 
I have to; etc. Interpretations of meanings of such statements always become 
meaningful when the social context of what was (or was not – hypertext) 
said/written is taken into consideration. The final product of the analysis is 
always a construct of the identity of a teacher in second chance education, the 
knowledge of what sub-identities are involved, including the determination 
of one’s position against the other participants.

Self-determination: EXTERNAL and INTERNAL. Context is one of 
the key attributes of all that a person thinks about, says/writes, or does. The 
semantic levels of the expressed (as well as unexpressed) can be extracted within 
available knowledge to various levels of authenticity. Defining and labelling 
fields of discourse inevitably requires entering relevant contexts, their identi-
fication, and respect. Everybody who participates in a field of discourse also 
takes the following three-fold position: ‘bow – arrow – target’. Questions arise 
regarding how and by what teachers define themselves as actors/participants/
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agents in the context of external and internal factors (Albert & Ruiter, 2018; 
Mascolo, 2009; Korobov, 2010). Among external factors are influences starting 
with the upbringing of the child by the family, to existing experience, education, 
professional competence, organisation, interpersonal interaction, to culturally 
defined patterns. Internally, it mainly concerns the level of interiorisation 
of the factors and their  incorporation in the personality framework of the 
multi-world of individual identities, while distinguishing between one’s role 
perceived as a game and one’s role as an internalised status – identity. In this 
three-fold position, the teacher plays the role of an agent.

 – Bow: initiator – creator of conditions, starter of action;
 – Arrow: executive – administrator, mediator;
 – Target: processor – recipient who ‘only reacts’ and chooses from the offer, 

evaluates the positive and negative influences.
These positions might, or might not, be conscious or consciously identified; 

they can be active to various extents in the unique nature of events and actions. 
Another label that can be used is the logic of designer – producer, distribu-
tor – consumer. External factors cannot be left out of shaping one’s self-image 
and their reflection is a permanently proceeding process of actions and reac-
tions, the actor responds to interventions and, at the same time, reinitiates 
the formation and effect of others.

Self-interpretation, INDIVIDUALISATION. According to interpreta-
tive approaches, there is no world, event, phenomenon, or a thing ‘as such’ 
as an objective reality. All there is are subjective constructions of meanings 
in an active field of interaction between participants – interpretations always 
produced with regard to the unique nature of everyday moments (Mead, 
1912). Language, vocabulary, or terminology, are tools for expressing, and 
consequently, understanding (or misunderstanding) by the recipients and the 
way in which language in a field of discourse is used creates space for search-
ing for and getting to know how variants of representations are embedded 
in the form of language games and what the representations stand for within 
reflections. In other words, if something does not exist ‘as such’, then there is 
multi-variability of this ‘something’ in the realia of representations and their 
bearer is the agent in his or her uniqueness (Raffel, 2007). A necessary level 
of consensus for corresponding interactions is a common denominator (on 
some level, even as a condition for effective interaction) for a great number 
of representations. It is not only in everyday practice of the educational en-
vironment that this logic is of great importance. It is not the production and 
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distribution of something identical or ‘unisonous’ (everybody understanding 
everybody) that is the aim of shaping any environment for interaction. The 
goal is the support of variability and the knowledge there is something ‘com-
mon’ as well as its constant cognition. For a teacher, the field of discourse is 
entered by adult learners in their variability, in many respects different from 
the variability of the environment where children and youths are educated. 
Here, in a rough resolution, the distinction of educational environments for 
a teacher is compensated for by being organised, to various extents, in three 
patterns (everybody creating a complex of their own schemes) based on self-
interpretation and a various level of activity in different everyday situations:

 – Conservationist: preserves the status of ‘the same teacher for all’, regard-
less the environment, participants, or influences (without identification);

 – Explorer-adapter: is open to the existence of differences and reacts to 
them if necessary (partially identified);

 – Demolisher-creator: realises the differences, separates them from existing 
experience, abolishes them and is active in the creation of the environ-
ment (completely identified).

Self-correction, I CREATE. The will and initiation of the identification 
frameworks manifests in the sequences of action character and the organisa-
tion of relevant activities. These are part of practical frameworks and give 
evidence about those potentials which, in interaction with the environment 
(expectation, responsibility, opportunity, etc.), find their purpose. They portray 
the reflection of logic in ideological frameworks in thought maps and naviga-
tion while using active patterns of social order (Guzmán, Stecher & Rueda, 
2016), as well as the extent of adopting one’s position in the educational 
environment, including the consequences and effects. The frameworks of 
self-correction usually manifest in a delimited spectrum, on the one hand, 
made stereotypical and ritualised by the statuses and processes and, on the 
other hand, innovative-creative, unconventional practices (Washington, 1982). 
It is a spectrum between artificial external regulation and self-regulation in 
internal freedom, or between linearly understood techniques within a simple 
system and non-linear, complex, trajectories in the continuity of permanent 
decision-making. It is, at the same time, a differentiation between ‘the learnt’ 
and ‘the learner’. Here, the following can be observed:

 – Which activities are subjected to the stereotypes of the environment 
where children and youths are educated and what solutions are avail-
able with different effects;
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 – Which activities are typical of flexibility, adaptability, and dynamics;
 – Whether a reaction is present to changed conditions and how it mani-

fests in the preparation of activities;
 – What is the extent of correctness in self-reflection in an interactive 

environment, etc.
Self-inspiration, PRACTICES. Semantic constructions of the shared ac-

counts always make possible to not only observe what is happening but also 
in what way. The tools for portraying subjective reflected reality bear a label 
of individual focus in the complexity of all that is happening and point to 
the fact that all agents always have their unique potentials available for rel-
evant self-expressions, including the idea of the effect and the consequences 
of what they do. In this way, specific sequences and successions are created 
in the logic of practices as methods of constructing the space of discourse, 
be it a single event or episode (Bonková, 2004), or a chain of events bound 
by a shared theme. Sets of such practices create a unique and unrepeatable 
individual methodology (Guzmán, Stecher & Rueda, 2016), part of which 
are constant changes and the development of particular practices, including 
their perception. With regard to the previous levels, questions can be asked 
about which patterns of practices can be identified and what parameters there 
are to the discovered patterns of shared, or unifying, schemes (Raffel, 2007) 
of individual methodologies used by teachers, with regard to the specifics of 
the educational environment and the challenges of continuous confrontation 
among the initial factors, such as:

 – If we find out the structures of identity and sub-identity of the teacher, 
the question is in what way they came into existence, or how they were 
formed, what lead the teacher to ‘be in this way’, what practices are 
stabilising, which are dynamicising, how the potentials are used, etc.;

 – If we find out which internal and external determinants enter the dis-
course and what schemes they form, the question is what the tools are 
of internalising the external factors, how the reactions to the external 
interventions are structured, what the techniques of updating the in-
ternal factors are, etc.;

 – If we find out what the schemes of self-individualisation are, the question 
is by what techniques they were created, how they are updated, whether 
deconstruction and reconstruction are part of their updating, etc.

All levels should be understood as mutually conditioned, within their own 
field mutually discrete but interacting when creating the global image, with 



Introducing a study of second chance school teachers… / 183

Konteksty Pedagogiczne   2(17)/2021

available modifications in the course of the analysis. The model functions as 
idealisation while its experiential activation is also part of constructing the 
image of individual practices of the researcher, with the following step being 
processing self-reflective materials of second chance teachers, identifying se-
mantic schemes and their structuring, taking the levels of the anticipated 
model into regard.

Conclusion

The study of the internal space of second chance teachers, focused on the 
specifics of individual viewpoint in an active reality of educational environ-
ment, is directed at searching for the most effective means to start the process 
of getting to know this rich world in its unique complexity. The objective of 
the paper is to present the second chance teacher in the spectrum of methodol-
ogy of discourse analysis and ethnomethodology, making use of self-reflective 
techniques (especially diary records), while taking the following into considera-
tion: 1) the position of the second chance teacher, 2) specific characteristics of 
the participants of education (adults), 3) specific conditions in which second 
chance education takes place, and 4) significant aspects of the teacher’s work 
in second chance education. The starting point here is the understanding of 
the teacher in a role of active participant in and creator of educational real-
ity in the dynamics of interactive processes, with the aim of discovering and 
naming typical structures of semantic schemes in the teachers’ self-reflective 
materials, focused on self-identification techniques, methods (ethno-methods) 
of self-determination in the environment of active participants, initiation of 
self-correction, active creative efforts, and self-assessing versions of personal 
dynamics, including the expectations of previously undefined levels of intro-
spective production.

Creating a theoretical-methodological framework in the logic of discourse 
analysis and ethnomethodology following some relevant empirical studies 
(their objectives, techniques, and outcomes) for inspiration, with regard to 
research questions stated in the present paper, functioned as the basis for 
gradually defining the positions of the second chance teacher in the terminol-
ogy of ethnomethodologically understandable ‘labels’ and constructing a five-
level anticipatory model of the second chance teacher: 1) self-construction 
(I AM), 2) self-determination (EXTERNAL and INTERNAL), 3) self-inter-
pretation (INDIVIDUALISATION), 4) self-correction (I CREATE), and 
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5) self-inspiration (PRACTICES). The above model is part of the methodo-
logical preparation for the analysis of self-reflective materials by teachers at the 
empirical level and is a direct reflection of research objectives and questions, 
when the final schemes, following an empirical analysis, reflect the mutual 
interaction of two roles – the ‘studying’ and the ‘studied’ – in the joint construc-
tion of a unique educational reality of the second chance teacher. Consequently, 
the identified schemes and ethno-methods will be compared and contrasted 
with selected competence models in order to depict the image of the second 
chance teacher, both from the ‘outside’ and ‘inside’.

The available resources provide a great contribution to the debate on using 
self-reflective tools, discourse analysis and ethnomethodology in educational 
practice and, in this way, promote the development of new projects. The paper 
presents some key concepts and tools for the study of a specific educational 
environment in second chance education with regard to the position and role 
of the teacher in the theoretical-methodological discourse in anticipation of 
their empirical pursuit in a relevant school environment in Slovakia.

The paper is an outcome of the APVV-18-0018 project: Teaching at second 
chance schools from the perspective of a teacher and adult learner.
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