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Editorial

Many teacher training programmes aim at practice-orientation and most of them
take a reflective stance towards practice. Thus, the negotiation and discussion of
reflections of practice become a core feature of teacher education. The focus of
this special issue are thus the reflective processes and their verbalisations within
teacher education and in consequence explores ways of how student teachers can be
prepared for and aided towards developing their professional language of teaching.
In addition, we aim at understanding the concept of professional language and how
it is conceptualized and realised by practitioners and students during their profes-
sional development.

In this special issue, we address the concepts of professional vision (Goodwin,
1994; Lefstein & Snell, 2011; Sherin & van Es, 2005) and professional language (Wip-
perfurth, 2015) and their implications for reflection, as well as formats of teacher
education that promote reflection of practice. Whereas much research focuses on
reflective tasks and reflective competences, so far, little attention has been given
to their linguistic aspect.

To fill this research gap, we have collected five articles, which cover different
domains and contexts of foreign language teacher education. Three studies focus
on the context of teacher education within university-based courses. The article of
Julia Huttner presents findings from a teacher education intervention which aimed
at supporting student teachers’ professional vision in order to improve their reflec-
tive practices. It discusses various interactions between participants describing and
noticing specific teaching events on the video material, the challenges of suspending
evaluation and the crucial role of dialogue in deepening the reflective process.

Klara Uli¢na aims to shed light on the nature of future English language teachers’
reflective communication in the context of video clubs that are organized as part
of their teacher education. Her study investigates the influence of different types
of video interventions implemented in four different video clubs on the nature of
pre-service teachers’ communication and, consequently, its effects on students’
reflections and their professional learning.

The interest of the study of Janik, Minarikova, Janik & Jurikova is to describe how
student teachers use language to describe and evaluate videos from English class-
rooms. The authors assume that the student teachers’ language is not only shaped by
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the professional discourse of related disciplines but also by everyday language. The
authors aim to understand what future English teachers notice in videos of teaching
practice and how they verbalize what they see.

The next two studies focus on cooperation between university education and
practitioners or student teachers. Petra Knorr examines student teachers’ discursive
practices as they engage in reflective writing in the context of a teaching practicum.
Her study provides detailed descriptions of verbal actions carried out in guided re-
flective writing.

In her contribution, Manuela Schick focuses on professional discourse and lan-
guage as they are acquired and practiced in teacher education and applied and
further developed in occasions of professional development. After a conceptual
discussion of contexts and functions of professional teacher language, data from
a practitioner video club illustrate the role of collaborative reflection and profes-
sional discourse.

By analyzing linguistic aspects of reflection in all stages of foreign language
teacher education and professional development, all studies aim at better educa-
tional practice from different thematic perspectives. Furthermore, they contribute
to investigating the practices of teacher education and highlight the role of inter-
disciplinary research between linguistics and education.

Manuela Schlick and Miroslav Janik
Guest Editors
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“From Her Eyes”: On the Affordances
of Video Resources in Supporting Teacher
Reflection

Julia Huttner
University of Vienna, Faculty of Philological and Cultural Studies, Department of
English and American Studies

Abstract: The contribution presents data and findings from a teacher education
intervention, which aimed at supporting (student) teachers’ professional vision in order to improve
their (dialogic) reflective practices. In order to facilitate meaningful dialogue, video-recorded Eng-
lish lessons were used as bases of discussion. The 19 participants were early career teachers (with
about two to four years teaching experience) from diverse geographical and educational back-
grounds. Overall, interactions amounting to 349 minutes were recorded. Data show interesting
interactions between participants describing and noticing specific teaching events on the video
material, the challenges of suspending evaluation and the crucial role of dialogue in deepening the
reflective process. Findings also show the affordances of video materials on fostering professional
vision, such as the means of re-watching episodes and of several participants having seen the same
teaching event. Although the participants had teaching experience, the facilitators were crucial
in guiding towards both specific moments in the teaching events observed and to theory-based
knowledge available to the participants. This raises implication for both pre- and in-service teaching
aimed at reflective practice.

Keywords: English Language Teacher Education, professional vision, video-based lesson analysis,
reflective practice

A professional foreign language teacher needs to be able to provide research-based,
varied, stimulating, inclusive, yet standards-oriented, instruction. In addition, they
need to respond continuously to developments in wider society, such as the perva-
siveness of English outside of school environments or the increased use of new media
by learners, and adapt their teaching practices accordingly. While no pre-service
teacher education programme can in itself provide sufficient preparation for all the
challenges teachers might face in their professional careers, it remains crucial to
ensure that language teachers continuously develop so that they avoid the trap of
“teach[ing] as they were taught” (Braun & Crumpler, 2004, p. 61). This phenome-
non - also known as “apprenticeship of observation” (Lortie, 1975; Borg, 2004) -
contributes to strongly held beliefs on the part of student teachers about education,
which need to be explicitly and continuously addressed in teacher education to
prepare the ground for teachers’ acting in a principled and research-based manner.

Akey element in fostering such development towards professionalism in teaching
is reflection, and hence Reflective Practice (RP) has increasingly become the default
framework of both pre- and in-servicer teacher education programmes. As with so
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many concepts and practices in (language) education, also for RP we have to note,
however, that this widespread use does not indicate the existence of one definition,
universally shared by practitioners and researchers, either of RP itself or of its key
concepts (Clara, 2015; Mann & Walsh, 2017, p. 9). There is also still much room to
expand on data-based evidence of how reflection is verbalised in (student) teachers
or how and with which tools to best foster its development.

The present contribution will first present a brief overview of RP in Second Lan-
guage Teacher Education (SLTE) to then outline the potential of one specific tool,
i.e., videos of classroom practice, in fostering reflection. Data from the explorative
project VARIETE will serve to illustrate some of the patterns in reflective dialogues,
drawing attention to the affordances of video in RP and to the (professional) lan-
guage use of students.

1 Reflective Practice in Second Language Teacher
Education

To state that reflection is the be-all and end-all of RP is, in many ways, a banal
statement, yet it is important to note that this term reflection is used to signify quite
distinct concepts, both in lay and expert discourses. For lay persons, reflection is
often simply equated with thinking about or recalling an experience and the emo-
tions attached to it, leading many early-stage students to simply recount teaching
or learning events when asked to reflect on these. Crucially, however, reflective
practice in SLTE refers back to two distinct origins in educational theory. Firstly, this
is John Dewey’s (1933, p. 118) definition of reflection as the “active, persistent and
careful consideration of any belief or supposed form of knowledge”, which crucially
is linked to the experience of some level of incongruity. Thus, he views the function
of reflective thought as “transform[ing] a situation in where there is experienced
obscurity, doubt, conflict, disturbance of some sort, into a situation that is clear,
coherent, settled, harmonious” (Dewey, 1933, p. 195). Importantly, for Dewey this
movement towards clarity is related to the reflective engagement with “any belief
or supposed form of knowledge” (Dewey, 1933, p. 118), indicating already the role
given to theory and research in this rationalistic conceptualisation of reflection.
Through such thinking processes, teachers can develop alternatives to routine ac-
tions. Donald Schon (1983, 1986) also highlights the starting point of reflection as
“uncertainty” and its movement towards “mak[ing] sense” (Schon, 1983, p. 61),
but places more emphasis on practice as a point of reference for reflection. Schon
also addressed the relationship between reflection and actions, and distinguished
between asynchronous reflection, i.e., on past events, termed reflection-on-action,
and synchronous reflection while engaged in practice, known as reflection-in-action
(Schon 1983). Later, the possibility of reflecting on future or planned actions was
added in the notion of reflection-for-action (Killion & Todnem, 1991). In this con-
text, Zeichner and Liston’s (1996) suggestion is relevant that reflection, especially
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the process of verbalising this process, improves teachers’ future decision-making
processing.

Despite the importance attached to linking reflection to practice, it has to be
noted that some questions remain on the exact level of influence of beliefs on
practice. Basturkmen’s (2012) review shows the role of contextual factors; thus,
situational constraints affect teachers negatively in putting their beliefs into prac-
tice. Additionally, she shows that teachers’ levels of experience affect alignment
between beliefs and practices, with more experienced teachers showing a closer
correspondence. Finally, there was a higher alignment between beliefs and practic-
es with regard to planned aspects, rather than spontaneous ones, in teaching. Far-
rell (2008) and Farrell and Ives (2015) highlight the importance of bringing teacher
beliefs to the level of consciousness, typically through asking teachers to verbalise
their beliefs, to facilitate a reflection on the relationship between these beliefs
and teacher practices.

Alarge body of research has addressed Reflective Practice in SLTE (e.g. Watanabe
2016; Barnard & Ryan, 2017; Mann & Walsh, 2017; Farrell, 2018), which also shows
the specific needs of ELT in terms of RP. The complex relationship between the
foreign language being both the object and medium of learning makes the teach-
er’s own use of the foreign language into a focus of reflection (e.g. Watanabe, 2016),
which sometimes leads to a more general reflection on the type of English suitable
as a learning target in a specific context (e.g. Sifakis, 2007).

We can summarise existing research on reflection, then, by stating that it needs
to focus on gaining a deeper understanding of teaching and learning processes,
which can fruitfully relate to the (student) teacher’s own past or present action, an
observed practice of another teacher, or an envisaged future practice.

In addition to mental and cognitive processes, affective stances have been identi-
fied as part of being a reflective practitioner, such as open-mindedness, responsibili-
ty and whole-heartedness (Dewey, 1933) and the relevance of reflecting on emotions
experienced during practice and/or reflection (Gibbs, 2013). Especially the latter
aspect of addressing one’s feelings in a particular teaching situation can be a crucial
means of pinpointing areas of incongruity or tensions, and thus giving space to this
emotional knowledge in relationship to experience to as starting point for reflection.

Synthesising these thoughts, and in line with Boud and Walker (1998) as well as
Mann and Walsh (2017), | shall be employing the following definition of reflection
for the purposes of this paper: “The cognitive and affective processes and activities
that (student) teachers engage in to make sense of (their own or others’) teaching
practice by taking recourse to diverse types of knowledge.”

Reflective Practice (RP), then, uses reflection as a central feature in processes
of teacher education and development. It aims to support teachers in extending
their expertise through such reflection, which can be focused on their contexts,
resources and actions, and to raise awareness of the complexity of decision making
in planning and doing teaching (Richards & Farrell, 2005). Thus, RP aims to make
“the difference between the expert teacher, who actively seeks to become a better
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teacher, and the teacher who is merely more experienced than the novice teacher’
(Burton, 2009, p. 299).

Various models of RP phases and cycles have been proposed (e.g., Kolb, 1984;
Korthagen, 1985; Farrell, 1996), but in this contribution | shall not be concerned with
arguing for a specific RP model; rather, | wish to note that the various steps and cycles
described highlight the complexity of the processes individuals engage in to make
sense of an incongruous situation. | concur with Mann and Walsh (2017) in viewing
RP as an essentially social process, which requires dialogue and can be effectively
assisted through scaffolding (Bruner, 1983). This social process is intertwined with
an equally crucial individual, internal one, where (student) teachers make any new
knowledge or belief their own. This relationship between the internal and the exter-
nal or dialogic in reflection is complex and can be facilitated through a number of
formats, including, for instance, Action Research. Finally, RP aims to create a reflec-
tive habitus that continues throughout a teacher’s career and so creates a sustainable
practice of continued development for both pre- and in-service teachers.

Despite its many benefits and its prevalence in teacher education programmes,
RP is not without problems, including an over-focus on problems in teaching, an
unintentional neglect of increasing knowledge bases of novice teachers and the
difficulties of ensuring fair assessment of reflection (e.g., Fendler, 2003; Akbari,
2007; Hobbs, 2007; Mann & Walsh, 2013, 2017; Farrell, 2018). The two areas that
I would like to focus on here, however, are, firstly, the continued difficulties in
developing and implementing tools that facilitate reflection (rather than surface
recollections and evaluations) and, secondly, an under-appreciation of the need to
develop disciplinary literacy in subject-specific reflection (Wipperfurth, 2015, 2019;
Mann & Walsh, 2017). These two issues are to some extent linked; we need activities
within RP that foster dialogue and facilitate scaffolding, but at the same time (stu-
dent) teachers need to be socialized into the discourse community of professional
teachers, which includes using appropriate forms of disciplinary literacies as well as
sharing and developing the knowledge bases of (professional) teachers.

In the following, | will suggest ways of using video-recorded lessons as a basis for
dialogic reflection of student teachers.

2 Videos as a tool for reflection in teacher education

The use of classroom videos features quite prominently in teacher education, with
its origins very much located in STEM teacher education'. However, as Sherin (2004,
p. 20) noted and as still holds largely true, “the use of video in teacher education
does not always reflect an understanding of precisely what it is about video that might
provide support for teacher learning”. As with any type of tool, the use of videos

' See Hittner (2019) for an overview.
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does not in itself constitute a methodology, but can be integrated into a range of
teacher education programmes; here, my question is how video can support RP.

To my mind, the greatest benefit of this tool is that it allows an escape from the
speed and synchronicity of teaching and observing. In practical terms, viewers can
pause, re-view, play at slow motion or stop a video, allowing them to go back to
viewing a sequence at a later time and in a different mind-set. Especially for student
and novice teachers, this offers a means of breaking down some of the complexity of
classrooms. Additionally, video recordings give access to practices that the viewers
might be less familiar with, either because they are innovative or simply not that
common in the viewers’ educational environments (Gaudin & Chaliés, 2014). | would
argue that a further, major affordance of using video recordings lies in allowing
several viewers, including, for instance, student teachers and teacher educators, to
view the same events and to have a record of these events to refer back to. Given
the difficulties of especially student and novice teachers to use observation grids ef-
fectively, the ability to refer back to an event is priceless. As we shall see later, this
shared viewing experience gives an unstilted reason for interactive meaning-making;
the only way of arriving at a shared interpretation of what has been observed is
through talking it through.

The ability to argue an interpretation of classroom events is linked to the pos-
session of so-called “professional vision” (Goodwin, 1994), which van Es and Sherin
(2008) paraphrase as the ability to notice and interpret significant classroom events.
We can see how the target of such professional vision is or at least can be linked
effectively to RP and how especially the ability to notice might well be fostered by
using video-recorded, re-viewable lessons.

Existing research into the use of videos in RP originated largely within STEM teach-
er education and has shown that videos help student teachers move from very general
descriptions of classroom events to analyses, while also encouraging foci on specific
aspects of the learning and teaching event, and abandoning the level of generali-
ties. The benefits of so-called video clubs, i.e., regular teacher meetings to discuss
video-recorded elements of their own teaching in group, have also been highlighted.
This body of research also underlines the importance of scaffolding and guidance for
student teachers to achieve these developments (van Es & Sherin, 2008; Stockero,
2008; Star & Strickland, 2008; Harford et al., 2010; Sydnor, 2016).

More recently, however, research interest into the use of video resources as a tool
in RP has grown in language teacher education, both in an Anglophone context and
in the German-speaking world (e.g., Aguado et al., 2010; Baecher, 2011; Eroz-Tuga,
2013; Kohler, 2014; Kourieos, 2016; Endacott, 2016). Some of the benefits - and
challenges - reported in other teacher education contexts are mirrored within SLTE,
highlighting the affordances offered by video use. Trip and Rich (2012, p. 279), for
instance, report positive effects of videos in pre-service teacher education, high-
lighting the ways in which video recordings offer an anchor for student teachers’
attention, reflection and ultimately development. As one of their participants stated
“it is something that you are really looking at in your own teaching and finding that
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you want to change.” (Trip & Rich, 2012, p. 733). Some studies within SLTE have
addressed language itself, as a focal point of reflection. Thus, the student teach-
ers, who were working with video recordings of their own teaching practices, in
the studies by Kourieos (2016), Kohler (2012) and Eroz-Tuga (2012) were forced to
re-assess their English language use, both in terms of general proficiency, but more
importantly, in terms of their ability to successfully accommodate their language
use while giving instructions.

Mann and Walsh (2017, p. 22) point out the need for an in-depth account of the
“language of reflection”, i.e., the linguistic practices observed and used in RP. As
the authors state (Mann & Walsh, 2017), such a research focus is an analytic chal-
lenge for Applied Linguistics, but it also enables a deeper understanding of how
critical thinking and reflection itself is verbalised in (student) teachers and, ulti-
mately, how it develops. This acknowledges also the dialogic nature of learning as
envisaged in Socio-Cultural Theory (Vygotsky, 1978; Lantolf & Thorne, 2006), where
language mediates the learning processes between expert knower and novice (see
also Example 2 below). Additionally, such a focus on the language used in reflective
processes also bears crucial information on the socialisation into a professional group
and the development of the professional language practices associated with this
discourse community. Wipperfiirth’s (2015) study of the video-based discussions of
a network encompassing of eight teachers shows the complexity of teachers arriving
at a shared, professional discourse to verbalise their specific knowledge base. The
dialogues that emerged as a result of viewing video clips recorded and suggested by
network members enabled novice teachers to benefit from experts, who in turn were
empowered by making their expertise accessible through a shared professional lan-
guage practice. Wipperfirth’s study underlines the importance of dialogue, leading
her to suggest the concept of “reflective best practice in dialogue” (Wipperfurth,
2015, p. 315), i.e., the ability of teachers to not present their pedagogical content
knowledge in action, but also to reflect upon and explain it in dialogue. In addition
to highlighting the need for dialogue in such RP, this study also indicates the role of
integrating specific subject knowledge.

The studies reported on here underline that the relationship between profession-
al vision, RP and the use of video-based material is a potentially fruitful one. Studies
like Sturmer et al. (2013) or Star and Strickland (2008) have already shown how video
resources foster the development of professional vision, partly by allowing a more
guided noticing of specific aspects of classroom action. This can specifically relate
to aspects of foreign language use by the teachers themselves (e.g., Eroz-Tuga,
2013), which might be hard to notice when confronted with the complexity of live
classroom observations or own teaching. As Brouwer (2015, p. 139) puts it: “the
concreteness of video images invites teachers to make the analysis of teaching and
learning subject-specific”. In line with other formats of RP using, for instance, lesson
transcripts (Walsh, 2013), this affordance of noticing language use in more detail,
putting he use of video allows for a clearer focus, especially on aspects of ELT that
might be hard to give attention to. In terms of developing this selective attention
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to move towards the element of knowledge-based reasoning of professional vision,
the overarching framework of RP is crucial.

In the following section, the preliminary findings of a study with an international
group of in-service teachers attending a Masters course in Applied Linguistics (for
Language Teachers) in the UK will be presented. This project aims to incorporate the
video-based resources in the development of professional vision and ultimately RP.

3 VARIETE: Illustrating the affordances of video-based
reflective dialogues

The exploratory project VARIETE (Videos as a Resource in English Teacher Education)
was undertaken within the context of the teacher education modules of the Master
of English Language Teaching (MA ELT) programme of the University of Southampton,
UK, with a view towards improving the development of RP within a very hetero-
geneous group of students. The MA ELT and is typically attended by students from
a range of geographical locations and educational contexts and although a minimum
teaching experience of two years is required, the type and intensity of this expe-
rience varies. The data collection ran over the course of two semesters and was
coordinated by two teacher educators; Richard Kiely? and the author of this paper.
The analysis of the data is still ongoing so | am only able to present preliminary find-
ings and to outline some of the challenges of tackling a data set based of dialogic
data here.

As teacher educators committed to RP, we were faced with several challenges
working with this group of students; firstly, for practical reasons, there was no pos-
sibility of getting students to do any actual teaching while on the MA programme.
Secondly, the students came from a variety of educational backgrounds, where some
were using Communicative Language Teaching (CLT) and others worked in a context
of grammar-translation-based teaching, often with very large classes of 100+ stu-
dents. Additionally, the MA students had teaching experience with diverse age groups
of learners. As part of their degree programme, students were familiarised with CLT
and with the underlying theoretical approaches, including those related to language
learning.

In our experience as teacher educators, we noted that this diversity of teaching
experiences often remained unnoticed within the group of students and so individu-
als rarely described their teaching practices in detail. Thus, reflections by individual
students frequently suffered from a lack of clarity with regard to the actual teaching
processes and practices referred to, making responses to and engagement with these
harder. Finally, students were still in the process of developing their abilities to talk
about their professional practices, especially in English, which for most students was

2 Many thanks go to Professor Richard Kiely for being a generous and optimistic collaborator in the
challenging journey of fostering RP within MA courses for teachers.
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not their first language or, indeed, the language in which they had originally been
trained as teachers.

The idea to use videos as a basis for reflective discussions had arisen earlier, both
in terms of videos of students’ own teaching practice and of the practice of other
teachers. With regard to the former idea, most students experienced difficulties
in obtaining videos of their own practice in time before committing to the MA ELT
programme. In terms of the second, the nature of many commercially available
videos hampered their effectiveness for our purposes. Many such videos are heavily
edited to show specific teaching practices, often to the extent of appearing unduly
idealised and generally focused on the teachers only. Freely available videos on the
internet give a more realistic image of teaching practices, but frequently have very
poor recording quality, especially of sound, and remain unclear in terms of permis-
sions obtained from the participants visible on the videos. An attempted solution to
this problem was for the author of this paper to create VELTE (Video Resources for
English Language Education), a freely available suite of videos of classroom lessons
with background information from the teachers observed and teacher education ac-
tivities, with funding from the Higher Education Agency of the United Kingdom?. The
videos are full-length, high-quality recordings of entire lessons of English as a Second
Language (ESL) and English for Academic Purposes (EAP) classes in the UK. While ulti-
mately, this resource should include videos of ELT classrooms from a range of context,
within VARIETE we could only make use of the existing UK-based ones.

Overall, the aims of the VARIETE project are to improve understanding of video
materials as triggers for teacher reflection and learning; and to provide information
on most effective means of integrating videos in (reflective) teacher education. More
precisely, we ask the following research questions:

In what ways do video materials facilitate teacher reflection and learning?

Which areas of classroom practice do student teachers focus on?

Which patterns of engagement with the materials can be observed?

In what ways does group discussion extend learning from video materials?

The 19 student teacher participants were early career teachers with a minimum
of two and a maximum of four years of teaching experience. Their backgrounds
varied, but the majority were from either Asian, typically Chinese, or Middle East-
ern background. Informed consent was obtained from the students to take part
in this research study. In the course of one semester, students were given two ex-
tended video-based tasks, which involved a teacher-educator-led group interaction.
Around five students and one teacher educator made up these groups, which were
audio-recorded.

Recordings amounted to a total of 349 minutes, which were transcribed and are
currently being analysed within a frame of qualitative content analysis. Codes were
developed, firstly, top-down, drawing on concepts from a) professional vision, with
code clusters for ‘selective noticing’ and ‘knowledge-based reasoning’, b) dialogic

3 The resource is available freely to teacher educators and student teachers from http://www.
southampton.ac.uk/velte.



“From Her Eyes”: On the Affordances of Video Resources in Supporting Teacher Reflection

space in mentoring conversations (Bjuland & Helgevold, 2018), with codes for ‘re-
questing information’, ‘making supporting contributions’, ‘expressing shared ideas’,
‘providing evidence’ and ‘challenging ideas’ and c) identifying targets of noticing,
e.g. speaking activity, monitoring, etc. Secondly, codes emerged bottom-up from the
data to include, for instance, lack of / alignhment with own practice; expression of
novelty of observed practice and link to specific course material. An ongoing chal-
lenge is to find a way of clearly reflecting the dialogic nature, both between peers,
i.e., the five or six student teachers, and between teacher educator and student
teachers. As reflections are collaboratively developed, we can see that, at times,
reasoning sequences are not fully developed by one speaker, but one aspect might
be picked up by another speaker and developed further; whether in line with the
original contributor’s ideas or not is frequently not clear. Disagreements among stu-
dent teachers might lead to a discursive resolution (often also presented by student
teachers with higher English proficiency), where again it remains unknown whether
all individual student teachers subscribe to this view. Finally, student teachers at
times present a continuation to another speaker’s description, evaluation or any oth-
er aspect of reasoning, where again the alignment with the original speaker’s rea-
soning remains unclear. Work is in progress on developing a clearer coding scheme
to identify as clearly as possible, the collaborative development of knowledge-based
reasoning, including evidence of alignment and disagreement among speakers.

Example 1 shows how ST3’s evaluation of the video sequence featuring the teach-
er ‘Emma’ is taken up by ST4 and ST5. ST3 seems to indicate a negative view of
a speaking activity by stating that the teacher controlled the activity too much and
that students could not focus on their answers. She seems to imply that the speed
of the activity and especially diverse students being called up individually to answer
meant there was too little time for the learners to have their answers ready and so
engagement was low. Whether the critique by ST3 relates primarily to the control
by the teacher or the speed of the activity is not entirely clear. ST4 takes on one
part only of this statement, namely the control by the teacher and links that with
a lack of free practice of specific language items. ST5 then takes these points up
and again stays primarily with the control of the teacher and posits that learners
are ‘not interested to talk to each other’ as a result of the teacher’s action. This is
clearly a moment where ST5 interprets rather than describes and she maintains the
position that facilitating communication among learners is the responsibility of the
teacher (Lines 18-19) which ST4 positions as “another question here”. ST3’s point
about speed and enabling students to focus on a specific question with enough time
has by now been completely side-tracked.

While it is clearly relevant to code and analyse each student teacher’s reaction,
there are two possible reasoning tracks here; firstly, the control by the teacher
(i.e., calling up individual students) results in little preparation time for learners
and hence low engagement. Secondly, this level of control results in little willing-
ness by students to communicate with one another. | am currently working on the
development of a suitably sensitive coding-system that distinguishes clearly between

15
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Example 1
Line Speaker Statement
1 TED2:  that it was too fast or that it was too similar an activity or that’s ok

2 ST3: the speech | think but it cannot focus on the students’activity even the (?)

3 activities there maybe the purpose of deciding that this is good but just the
4 teacher just control all the situation and then the answer their your question
5 now but that is not it is not this student’s turn and then maybe they cannot
6 just focus on this question so that’s the point not all the student can get

7 engaged into all the activities

8

TED2:  Mhm

9 ST4: generally, it seems that single students would be called on most of the time
10 and as as again as you said before there’s (barely) in the way of free free
11 practice of that language items to actually communicating all ideas
12 ST5: | think that what you said that probably the students do not communicate
13 very well in between them just because they have no chance to do that
14 because everything which is happening is happening through the teacher and
15 that’s why they are not actually interested to talk to each other
16 ST4: yea | think not just in that particular learning environment but also just
17 generally | don’t think they are are socially homogenous group
18 ST5: yea but isn’t that the task of the teacher for them to start doing that
19 ST4: yea to help develop those relationships yea
20 ST4: [...] well that’s that’s sort of looking at another question here about the role
21 of the teacher which is maybe the role of Emma has is is slightly different
22 from that facilitative role that it’s more that it’s the that the instructor role
23 is closer

Note: ST - student teacher, TED - teacher educator

shared reasoning sequences, where at least some speakers align with the arguments
developed, versus individual or abandoned reasoning sequences, where a contribu-
tion is not further developed on or shown any kind of engagement by other speakers
(dis/agreement).

A general observation related to the importance of the presence and activities
of the teacher educator (see also, Bjuland & Helgevold, 2018; Dawidowicz, 2019).
These included scaffolding student teachers’ contribution through probing ques-
tions and engaging all group members, primarily, but also through the modelling of
a critical engagement with the video material. This supported the development of
professional vision in the student teachers, by showing how a separation of the levels
of observation and interpretation is possible and fruitful in allowing for alternative
interpretations, and so helped student teachers move away from overly quick eval-
uations of the teaching practices observed. However, it proved quite challenging to
effectively maintain a balance of fostering open discussion among the student teach-
ers, and hence taking very much a facilitator role, versus providing clear feedback,
as expected by several of the students (see also Chick, 2015; Hall, 2020).
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The student teacher participants homed in on a range of issues and practices
as objects of their dialogic reflections. Prime among these were differences, and
to some extent similarities, of the teaching events shown on the videos to student
teachers’ own experiences, sometimes accompanied by emotionally coloured ex-
pressions of surprise. This also shows the affordance of video to ensure that the
same practice is discussed and so to highlight diverse expectations of teaching.
Example 2 shows how one Thai student reacts to observing a class focusing on oral
production.

Example 2
Line Speaker Statement
1 TED2: ok good so in general just starting off with that lesson quite different
2 both in terms of audience and teacher and everything from the (word)
3 we watched for last week so what did you find most most striking or
4 interesting or significant just quite generally about that lesson for you
5 ST4: @ first of all | have | have seen the the speaking the speaking lesson that
6 was really interesting as said before
7 TED2:  mhm
8 ST4: | mean because the speaking lesson perhaps doesn’t exist in Thailand @@

Note: ST - student teacher, TED - teacher educator, @ - laughter

While attention was paid in the instruction to separating the three levels of de-
scription, interpretation and evaluation, students did continue to merge these. With
the help of probing questions on the part of the teacher educators, some clarity in
terms of specific aspects of teacher and/or student behaviour that led to a specific
evaluation could be gained, but the tendency to jump to an immediate evaluation
remained strong.

Example 3 shows this merger and the evidence that the student teacher provided
for her interpretation when probed.

Example 3
Line Speaker Statement

1 ST1: yes she [the teacher on the video]’s kind of listening (to) them moving her
2 head but she’s really listening really attentively and she interrupts at the
3 right times to correct their mistake sometimes
4 TED1:  how could you tell she was listening attentively
5 ST1: from her eyes @ I’m not kidding actually | think it is clear to see when we
6 the way she ok | can understand that she’s really listening

Note: ST - student teacher, TED - teacher educator
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Line 4 shows the teacher educators attempt to get the student teacher (ST1) to
provide some evidence for her interpretation of attentive listening by the teacher
(Line 4), which is then specified as being from “her eyes”. The laughter and phrase
of “I’m not kidding actually” in Line 5 seems to indicate an awareness that this might
not be the expected kind of evidence in terms of professional discourse. It is one
of the affordances, however, of a shared video resource that the teacher educator
and student teacher could continue to debate in more detail this specific evidence.

While not wedded to a fixed trajectory of reflective episodes, a very tentative
frame in the reflections by the student teachers could be observed as follows:
explicit, verbalised noticing - description of teaching event - evaluation of
teaching sequence or action > evidence for evaluation - link to own teaching
practice

In line with Mann and Walsh (2017), | do not consider the exact sequencing or
indeed presence of all these stages as indicative of quality of reflections, and,
indeed, very few episodes showed all elements. Descriptions of events and evalu-
ations were most frequently made explicit, with evidence for evaluation the least
frequently realised one. Example 4 illustrates some of these elements in one student
teacher’s contribution.

Example 4

Line Speaker Statement

N

STé6: | saw which is the organization of the lesson that she managed actually by
the end of the lesson to get students to produce. | have always imagined
that we cannot make students produce in one one session, so we give them,
for example, and we give them, by the end of the class, we may give them
limited or guided questions for opening questions [..] to produce some
writing some presentations some anything that is a little bit (?) and guided
questions that would be like homework or that would be for the next time.
Of course, she did it teach them that [i.e. make students produce writing in
one class]

O 00N ONUT AN WN

Note: ST - student teacher

We can see here that ST6 makes explicit reference to noticing, viz “I saw”
(Line 1), a specific teaching practice. i.e., the effective use of lesson organization
to include learners’ written productions, which is briefly described in Lines 1 and 2.
In Lines 2 and 3 ST6 goes on to contract this practice with her expectations (“l have
always imagined that we cannot”) and implicitly her own practice described as fin-
ishing one session with writing tasks for homework. We can also note only a limited
use of teaching-specific professional discourse in the terms “guided questions” and
“opening questions”, but generally there seems to still be some struggling evident
in the appropriate use of the language of education.

Example 5 shows the frequent pattern of students evaluating a described teach-
ing event positively (Line 1) and indicating a willingness to incorporate this in their
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own envisaged future teaching practice (Line 2), again without providing evidence
for the evaluation.

Example 5

Line Speaker Statement

ST: in two groups and having feedback for their presentations which is something
very good | mean for myself next time when I’m gonna have writing session
or speaking session

Note: ST - student teacher

We can see that the language of reflection of this student continues to be charac-
terized by very limited use of clearly professional discourse items, with “feedback”
the only semi-technical term of education in use.

In the data observed in VARIETE, we can thus see both similarities and difference
to the three layers of reflection described by Blomberg et al. (2014) or van Es and
Sherin (2002), i.e.: (1) Description of events; (2) Evaluation with regard to potential
effects on student learning; (3) Integration of observed or experienced events with
professional knowledge, leading to inferences on past and future action.

Firstly, while some student teachers did include all of these elements in their
reflections, the evaluation element often did not refer to evidence as a basis of
the evaluation at all, and only very rarely explicitly referenced envisaged student

Example 6
Line Speaker Statement

1 STé6: one thing that | noticed that happened at different moments in the
2 classroom it was that the teacher was trying to link the content (in hand) to
3 the students’ personal lives (.) even the [...] activities they carried out was
4 mostly about their lives and minute thirteen he asks them ‘is there anything
5 you are afraid (of) if so why’ and he asks ‘do you know anybody who has
6 phobia’ it happened again in the minutes of forty-five he said ‘do you like to
7 be hypnotized by this man’ | think [...] one good way to learn vocabulary and
8 for students to remember then it’s (linking) them to
9 ST4: | noticed that when he [..] offered the story about the cable car [...] the

10 students were fascinated to listen to that and really wanted to know, but

11 they weren’t so eager to divulge their own their own stories [...]

12 ST3: don’t you think that because he didn’t allow extended enough extended

13 time for example when he asked about the if one of them has a situation

14 when he felt afraid or [...] so | think the time wasn’t very wasn’t enough for

15 them to answer because maybe they feel shy because it’s about phobia and

16 about real life so, and then he moved to the imagination so imagine that

17 blah blah blah so yeah | think it wasn’t enough time for them

Note: ST - student teacher
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learning as a reason for their evaluations. The separation of individual layers of re-
flection in the data frequently proved difficult, as did any data-led, clear distinction
of diverse quality or depth of reflections based on these layers.

The final example | wish to present (Example 6) is taken from an extended pe-
riod of student teacher dialogue, uninterrupted and not scaffolded by the teacher
educators.

The three student teachers in this extract are discussing an ESL lesson with ad-
vanced, teenage learners, focused on fluency. The overall theme of the 90-minute
lesson related to fear and phobias.

Several elements of video-based reflective dialogues are shown clearly here; first-
ly, both ST6 and ST4 mention their noticing of specific aspects of the lesson observed
explicitly (Lines 1 and 9 respectively), and the precision in terms of the point in time
in the lesson (“minute thirteen”, Line 4; “minute forty-five”, Line 6) is evidence of
ST6 having made use of the affordance of the video recording in terms of pausing,
and possibly reviewing specific episodes. This is also shown in the exact quoting of
the teacher questions in Lines 4 to 6. The link made is to the pedagogic principle
in personalising potential learning material, such as vocabulary, to increase learner
motivation. However, having established which specific time -span of the lesson is
being discussed, ST4 offers a ‘yes-but’ disagreement with STé’s positive evaluation of
this sequence by describing the hesitance of students to talk about their own fears,
in this sense challenging the assumed positive effect of personalising the teaching
target of the lesson (i.e., “one good way to learn vocabulary”, Line 7). Some evidence
for the evaluation is provided by ST4 in observing that students “weren’t eager to
divulge their own stories”, a rare instance of a clear focus on learner, rather than
teacher behaviour. ST3 finally introduces a complementary explanation by referring
to extended (wait) time, i.e., suggesting that the teacher did not leave sufficient
time for students to respond to the potentially challenging question of recalling their
own fear-inducing experiences. On the plus side, | would argue that this extract
shows how the use of video enables an in-depth discussion of the same event and
how dialogue and the inherent questioning for detail and offering of alternative in-
terpretations improves the quality of student reflections. However, we have to note
that while some ELT-related concepts are used in the interpretation of this teaching
extract (personalising learning; extended wait time), the use of professional language
of the discourse community is not (yet) in place.

4 Conclusion

The examples from the preliminary findings of the VARIETE project underline the
potential of video-based dialogic reflections to help student teachers develop their
professional vision as part of their RP, which aligns with findings by Stlirmer et al.
(2013); Star and Strickland (2008) and Janik, Minarikova & Gréschner (2015), to
name a few. The student group investigated here is specific in many ways, as the
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mixture of educational and geographical contexts means that the practices available
on the video resources were more diverse from the student teachers’ own practic-
es than is the case in many reported research studies. For most student teachers,
talking about their professional practices as teachers at all, and most definitely
doing so in English, is an unfamiliar experience, which clearly benefitted from scaf-
folding provided by the teacher educators on the course. Using videos on this course
presented the teacher educators with a way of promoting reflective dialogues and
clarifying some of the existing assumptions held by student teachers, which made
video a helpful tool for promoting reflection.

This diversity of students’ backgrounds and language proficiency levels also means
that analysing dialogic reflective data bears some challenges in terms of coding the
trajectories of individual and joint reflections. Continuing work on this project aims
to provide quantitative trends and tendencies based on new and detailed coding in
the frame of Qualitative Content Analysis.

One aspect that is noticeable also at this stage in the project is that the use of
professional discourse patterns, be it at terminological or at argumentative level,
only appeared in few instances of student teacher contributions. Whether this is
inherent with the orality of the data, the L2 status of most participants in the study
or simply the challenges of doing reflection and using the professional discourse of
teachers at the same time cannot be answered in this project. It does remain ev-
ident that more work is needed; this has to address both the analysis of reflective
discourse as evidence of processes of reflection, as well as the development of
the clearer guidelines and tools that aid the development of professional language
among (student) teachers.
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Abstract: The study’s aim is to shed light on the nature of future English language
teachers’ reflective communication in the context of video clubs. The objectives of the video clubs
were to further develop students’ pedagogical content knowledge in relation to English language
teaching and learning, professional vision, and reflective competence. Concerning the professional
and political aspects of communication, this study aims to investigate the influence of different
types of video interventions implemented in four different video clubs on the nature of pre-service
teachers’ communication and, consequently, its effects on students’ reflections and their profes-
sional learning.

Keywords: reflective communication, political aspects of communication, professional learning,
collaborative professionalism, communities of teachers, video clubs, video interventions, profes-
sional vision, pre-service teachers

The professional development of the participating pre-service teachers (PSTs) lies at
the heart of this study. The study draws on the author’s long-term experience with
leading video clubs in the role of a facilitator and an ELT (English language teaching)
methodology teacher at the same time. The focus of interest was directed towards
the nature of communication among the PSTs within the video clubs and any possible
differences that may have arisen due to different types of video interventions. Video
clubs, in our sense, refer to developmental study courses in which PSTs individually
and collectively observe and reflect video recordings of different (future) teachers
(similarly e.g., Sherin & Han, 2004 and many others). Reflective communication,
thus, plays a crucial role in the PSTs’ professional learning.

1 Nature of reflective communication:
two perspectives

The nature of reflective communication may be perceived and researched from at
least two perspectives. For this study, these are defined as professional aspects of
communication and political aspects of communication.

Professional aspects of communication include the ability to use professional
language, which is an attribute of a profession and its professionals. Professional
language plays a role in pre-service teacher education in a two-fold way. On one
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hand, it is the aim and instrument of the PSTs’ professional learning (cf. Wipperfiirth
2015). On the other hand, the PSTs’ command of professional language reflects the
degree of their professional development. It functions as an interpretative frame
for structuring and analysing experience. It is also a tool used for further learning
such as for the development of practice-based theory of knowledge and action
(Goodwin, 1994) or theory-enriched practical knowledge (Oonk et al., 2004). These
theories link the quality of reflection, i.e., the language of reflection, with the
depth and breadth of understanding of the issues addressed (concerning reflection
in its relation to language, also refer to Knorr in this monothematic issue). PSTs’
command of professional language also supports bridging the gap between discourse
of practice rooted in the practical experience of teachers and discourse of theory
often based on the meta-language of theory and research (e.g., Giddens, 1986; Kor-
thagen et al., 2001; Wipperfiirth in this issue). Pre-service teacher education and
the PSTs’ discourse is quite specific since it differs from both, the academic language
of theory and the practice-based language of practice (e.g., Cassidy & Tinning,
2004). In the words of Freeman (1996), PSTs are primarily equipped with so-called
local language, primary discourse, which enables teacher educators to develop the
PSTs’ professional language in close relation to practical experience through its
reflection. A video-based approach is one of the most effective ways to do so since
PSTs’ primary discourse develops towards professional discourse effectively precisely
through reflection of various types of recorded lessons. Additionally, the concept
of professional vision, in close connection with a video-based approach, is one of
the most effective frames to do so since it functions as an interpretative frame for
the reflections (e.g., Sherin & van Es, 2009; Santagata & Guarino, 2011; Gaudin
& Chalies, 2015; Minarikova et al., 2015; Estapa et al., 2016; Hiittner, 2019). The
relationship between a video-based approach and professional vision was already
addressed in Goodwin’s (1994) claims about the role of language in the processes of
structuring professionals’ in-field experience and the development of professional
vision. Professional vision is defined as a professional competence, which consists
of two interconnected dimensions: selective attention, i.e., knowing what to pay
attention to, and knowledge-based reasoning, i.e., reasoning about the identified
moments (for more details on professional vision see e.g., Sherin, 2001, 2014).
Taking these considerations of the professional aspect of communication into
account, in this study, we primarily focus on the political aspects of communication.
Although being of great importance, these are often overlooked when furthering or
investigating professional vision in the context of pre-service teacher education. In
Goodwin’s (1994, p. 606) original definition professional vision comprises “socially
organized ways of seeing and understanding events that are answerable to the dis-
tinctive interests of a particular social group”. It reflects the political dimension of
professional vision through acknowledging the role of social processes while con-
stituting the professional vision as such. Goodwin’s original definition of profes-
sional vision thus included two equally important traits, social processes through
which specialized knowledge is constructed, and specialized knowledge itself.
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This definition allows for the social process through which specialized knowledge
and knowledge-based reasoning to be seen as equally important as the specialized
knowledge itself. In line with this understanding, Lefstein and Snell (2011) explored
the political dimensions of teacher learning. They revisited Goodwin’s origins of
professional vision on a theoretical level and explored the implications of re-assert-
ing the politics of professional vision within a video-based teacher development
programme. Their findings suggest that what is talked about and how it is expressed
is influenced not only by what the participants of the study noticed, their selective
attention. It is also affected by group dynamics, political correctness, and diplomacy
among the participants. For example, all participating teachers shied away from
particular issues in the workshop discussion, tried to minimise face threats, and
the discussion included many prolonged silences (Lefstein & Snell, 2011, p. 20-21).
These considerations and previous findings highlight the influence of political aspects
on the ways teachers and PSTs communicate among each other and open two further
dimensions to be considered.

The first dimension is the role of teacher learning communities as a common
model of teacher development (e.g., Hargreaves, 2000; van Es, 2012). This model
is based - as the term already suggests - on teacher learning in continuous coop-
eration within professional communities and on planning, sharing, and reflecting
experiences in order to improve learning processes and outcomes (see, e.g., van Es,
2012 on the development of a teacher learning community in a video club). Howev-
er, not every group of teachers is a community of teachers in the sense of sharing
and reflecting own teaching practices and cooperating with the aim to learn and
develop professionally (Grossman et al., 2001). Moreover, establishing an environ-
ment of a community that enhances deeper and stronger relationships, support and
solidarity often needs to be supported. Hargreaves and O’Connor (2018) frame such
support as collaborative professionalism, which they differentiate from professional
collaboration and informal collaboration: ,,One way to think about all this is in terms
of high and low emphases on trust in working relationships on the one hand, and
structure, tools and precision in work organisation, on the other” (p. 5). According to
them, “collaborative professionalism is the golden cell of professional collaboration,
where teachers have strong relationships, trust each other, and feel free to take
risks and make mistakes” (p. 5). In our view, these are the positive variables influ-
encing the nature of communication and supporting the development of a teacher
learning community. Grossman et al. (2001) propose a model of teacher community
in the workplace based on a long-term project with mainly English and English as
a second language teachers. It is a “model of the markers of community formation
as manifested in participants’ speech and action” (p. 2), i.e., in communication. In
a developmental perspective, they introduce the term pseudocommunity to describe
the initial stages when a community starts to form and individuals have a natural
tendency to pretend to be in community and act as if they are already part of
a community that shares values and common beliefs. At this stage, members of the
groups interact face-to-face with the tacit understanding that it is against the rules
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to challenge others or ask for clarification. This understanding paves the way for the
illusion of consensus, a false sense of unity, and conflict suppression. Pseudocommu-
nities regulate speech by appointing a facilitator to control the discussion or allowing
a group member, who is often the most voluble member, to seize the conversational
reins. Within their model of forming teacher professional community, Grossman et
al. (2001, p. 94) place pseudocommunity at an evolving phase of forming group iden-
tity and norms of interaction among the members of the group. Similarly, Grossman
et al. (2001) talk about surface friendliness and Tickle (1994) introduce the notion
of deceptive discourse. In both cases, the nature of communication is again being
influenced in a restrictive manner.

The second dimension covers the core of the collaborative processes, that need
to be considered when establishing learning communities, especially with PSTs. In
connection to the nature of communication within video clubs, it is mainly the type
of experience that participants work with or, in other words, the type of video
intervention, which is how the video is shared, observed, and reflected. Previous
research shows differences between settings that use video recordings of partic-
ipants’ own teaching or video recordings of peer teachers or unknown teachers.
Some researchers (Eraut, 2000; Seidel et al., 2011; Zhang et al., 2011; Kleinknecht
& Schneider, 2013) observe that sharing own teaching with others, i.e., using own
and peer video recordings, trigger and increase the influence of issues of political
correctness, self-defence mechanisms, a lower degree of criticism, avoidance and
suppression of conflicts, surface friendliness, etc. This occurs especially at the be-
ginning of such experience. However, over time, as the relationships develop and
establish, reflective discussions among the members of the community become more
open through addressing a variety of aspects, including providing each other with
e.g., constructive critical feedback (e.g., Seidel et al., 2011; comp. with Grossman
et al., 2001). This might also be caused by the fact, that from the very beginning
of sharing and reflecting own and peer teaching, demand for and appreciation of
feedback from peers occurs (Trip & Rich, 2012; Minarikova et al., 2016). On the oth-
er hand, observing and reflecting on videos of other/unknown teachers or student
teachers usually leads to more dynamic and open interactions among the members
of the community, they are more involved in the discussions from the very beginning,
addressing a variety of topics (e.g., Gaudin & Chaliés, 2015).

As the discussion of previous findings has shown, there is a certain degree of un-
derstanding of the nature of communication among (future) teachers in the context
of communities of practice as well as to its establishment, in comparison to the pro-
fessional aspects of communication, there is little known about the political aspects
of communication. The variables influencing the width and depth of communication,
and about the emotional and motivational processes are not as well studied (e.g.,
Kleinknecht & Schneider, 2013).
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2 Investigation into the nature of communication
within video clubs

Investigating the ways PSTs communicate among each other during video clubs and
its impact on the learning environment and climate is essential to better understand
their professional learning. Thus, this study attempts to shed light on the nature of
reflective communication to contribute to the discussion concerning the influence
of different kinds of video interventions realized in different kinds of video clubs on
the nature of communication. Furthermore, we believe, the variety of video club
interventions influence PSTs’ professional learning processes and outcomes. There-
fore, this investigation focuses on the political aspects of reflective communication
as a significant variable in a PSTs’ professional development.

2.1 Research context and participants: different conceptions of
four video clubs

At the beginning of a two-year follow-up of a Master of Arts study programme for
teachers of English as a foreign language, students were sent an e-mail with an
offer to participate in a video club focussing on professional development based on
working with different types of video interventions. An availability sampling meth-
od was used and generated a research sample of nine pre-service English language
teachers who enrolled in this specialized course. The students were divided into two
groups. During both semesters of their first year Master of Arts studies, each group
participated in two video clubs: Video Club 1 and Video Club 2.

The first group worked with videos of other teachers and student teachers, which
was called public video group (PVG). The PVG consisted of five PSTs in the first se-
mester and four PSTs in the second semester due to one student’s planned Erasmus
scholarship. In the first semester (PVG1), the video club was based on a set of videos
of practicing teachers. The second semester (PVG2) was based on videos of other
student teachers. The videos were shared with the students, observed and reflected,
i.e., future teachers at the same level of professional development.

The second group used video recordings of their teaching performance, called
own video group (OVG). Four PSTs attended the OVG during both semesters. In the
first semester, Video Club 1 (OVG1) included a so-called preparatory phase during
which the participating PSTs planned and prepared lessons with the support of an ELT
methodology teacher (author of this study). Firstly, in a seminar session, PSTs were
provided with information about a cooperating school, a cooperating teacher and
her three classes. They could choose a class according to its description and the top-
ics to be covered. They chose to present and further practice past tense. As a home
assignment, they were all told to think about the topic and come up with ideas which
they brought to the second seminar session. During the second seminar session they
prepared a general plan and developed own materials for two consecutive lessons
together. Consequently, they individually finished the concrete lesson plans which
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was again consulted with the ELT methodology teacher. Each student then taught the
prepared lesson in the arranged classes in two parallel groups. These lessons were
videotaped for the purpose of the video club so that one lesson by every student
teacher could be discussed in the OVGs. OVG1 was designed in accordance with the
principles of Lesson study (cf. Doig & Groves, 2011; Fernandez & Yoshida, 2004),
except the supporting role of an ELT methodology teacher educator. In Video Club
2 (OVG2), participating PSTs planned and prepared their lessons individually. They
taught and videotaped their lessons at different primary schools and classes of their
choice during their regular mid semester month-long Teaching Practice placements
in schools. The video recordings were then shared, observed and reflected with the
other PSTs in the same way as PVG.

Each of the four video clubs was based on a different kind of video intervention,
as summarized in Table 1.

Table 1 Different types of video interventions within the video clubs

PVG intervention OVG intervention
Video club 1 Practicing teachers Own teaching with support
Video club 2 Student teachers Own teaching without support

All video clubs were organized in the same way. Each video club (PVG1, PVG2;
OVG1, OVG2) consisted of three online and three face-to-face seminar sessions
with a rough length of 120 minutes, although the time frame was kept deliberate-
ly flexible. They were blended learning courses combining online tasks assigned
via LMS Moodle with seminar sessions held once a fortnight. Each task assigned in
Moodle consisted of selected video(s), a set of guiding questions, and an open ques-
tion eliciting individual PSTs’ further comments. In the Moodle assignment the PSTs
were asked to observe the video(s) at home, write a reflection (its length was not
set), submit it via Moodle, and bring it to the next seminar discussion. The whole
seminar discussions were then devoted to oral reflections of the observed video(s)
structured according to the above-mentioned guiding questions including any other
topics that arose from the discussions. In all types of video clubs, observed videos
were reflected both, individually and collectively, in a written form and orally, and
in a structured and an unstructured manner.

2.2 Research aims and questions addressed
The main research aims were to uncover if and how different types of video inter-

ventions affect the nature of reflective communication within different types of
video clubs. Three research questions were thus formulated:
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1. What was the nature of reflective communication among PSTs in PVG during video
club 1 and video club 2?

2. What was the nature of reflective communication among PSTs in OVG during video
club 1 and video club 2?

3. What were the differences between reflective communication among PSTs in PVG
and OVG during video club 1 and video club 2?

2.3 Data collection and analysis

Data that enabled us to answer our research questions about the nature of reflec-
tive communication among students and possible developments of it during video
clubs were collected in the seminar sessions. All sessions were audio-recorded and
transcribed and both, recordings and transcripts analysed quantitatively and quali-
tatively. To capture the nature of reflective communication and its possible changes
caused by different types of video interventions the obtained data were approached
from various perspectives and by different means.

Audio recordings were analysed first with regard to the PSTs’ engagement during
reflective discussions. To this end firstly, a quantitative analysis was applied to mea-
sure the time proportion of the PSTs’ engagement and the time proportion of the
facilitator’s (author of this study) engagement in the seminar discussions. Secondly,
inspired by a conversation analysis approach (e.g., Clift, 2016), we focussed on the
nature of the PSTs’ engagement by capturing turn-taking, primarily how turn units
were allocated among speakers, in that case among the participating PSTs. Thirdly,
the fluency of discussions, pauses, the occurrence of overlaps, and raising new topics
for discussion, i.e., opening new discussion lines were analysed.

Transcripts of the seminar discussions were further analysed through deductive
and inductive content analyses. In both cases, specific attention was paid to the
differences between PVG and OVG and possible changes during the video clubs.

The deductive content analysis aimed to investigate categories of professional
vision (see e.g., van Es & Sherin, 2010). Occurrence and nature of evaluations in the
context of alterations and predictions were chosen because such categories explic-
itly or implicitly include opinions the participating PSTs express about the observed
lessons. The chosen categories of professional vision were defined as follows: evalu-
ation is a subjective judgement of what was noticed in the video; alteration is a sug-
gestion for an alternative action to how the teacher in the video acted; prediction
is a connection of what was seen in the video with a future state, e.g., what effect
the event might have on pupils’ future understanding or use of the subject matter
(see e.g., Vondrova et al., 2020; sample statements are included in Table 5). Three
subcategories were included in the coding process to revealed the three main cate-
gories’ relevance and their interrelations for reflective communication: (i) Frequen-
cy of occurrence of the three categories (E: evaluation, A: alteration, P: prediction).
(ii) Proportion of positive and negative evaluations (Ep: positive evaluation, En:
negative evaluation). (iii) Cooccurrences of evaluations, alterations, and predictions
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through first identifying each category occurring separately from others (see i) as
well as in combinations of evaluations and either alterations or predictions. Thus,
instances when evaluations were accompanied by alterations and/or predictions
were identified first. Consequently, two possible sequences were analysed in detail
for evaluations followed by alterations or predictions (Ep/En — A/P) and alterations
or predictions followed by evaluations (A/P — Ep/En).

The inductive content analysis aimed at uncovering and capturing specific fea-
tures of the seminar discussions as well as differences between the two settings
of PVG and OVG over time. Repetitive hermeneutic readings of seminar discussion
transcripts were employed. In addition and in accord with selected principles of
grounded theory (e.g., Strauss & Corbin, 1994), we searched for emerging parts of
transcripts representing the specific features of reflective communication during
seminar discussions in pre-service teacher video clubs. Such idea units were then
clustered into more general categories related to the topic of our interest. At the
end of this phase, two PSTs, each a representative of one group (PVG and OVG), were
asked to validate final summaries of the results.

2.4 Summary of main findings

Proportion and nature of PSTs’ engagement in seminar

discussions
As mentioned above, each video club (PVG1, PVG2; OVG1, OVG2) consisted of three
online and three face-to-face seminar sessions. The time set for each face-to-face
session was 135 minutes (i.e., three 45-minute units). However, time flexibility was
one of the claimed characteristics of the video clubs to allow for enough time until
a discussion was running, the seminar continued and did not end until the discus-
sion was exhausted. The discussions were considered exhausted when none of the
students wanted to comment on the observed lessons or related topics and when
all the topics from the students’ written reflections were discussed, i. e. the topics
the students did not bring to the discussion themselves, but they were included in
their written reflections and it was the facilitator who opened the discussion lines.
The shortest session took 100 minutes and the longest was 180 minutes. The average
length of each face-to-face session was 129 minutes. In total, the OVG sessions were
longer than those of the PVG.

The time proportions of PSTs’ engagement in seminar discussions are presented in
Table 2. In general, data showed that the PSTs from the PVG engaged in the discus-
sions more than those from the OVG. Therefore, facilitator’s engagement was less
in the PVG and the engagement of the individual PVG PSTs was less balanced. Each
individual PST’s engagement varied naturally due to personal potential and willing-
ness to communicate and share ideas. In each group there was one comparably quiet
PST (Patricia and Olympia). More significant variances were caused mainly by Peg,
who was the only PST of all who had a part-time job at a primary school while being
engaged in pre-service teacher education and who thus dominated the discussions.
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She was able to provide more profound insight into the teaching and learning pro-
cesses but mainly by relating the discussed topics to her teaching.

Table 2 Time proportion of PSTs’ engagement in seminar discussions (%)

PVG OVG
PST Video club 1 Video club 2 PST Video club 1 Video club 2

Peg 23,0 30,0 Olivia 21,0 23,0
Penny 19,0 22,0 Ophelia 22,0 21,0
Pia 17,0 21,0 Octavia 18,0 22,0
Patricia 14,0 11,0 Olympia 16,0 13,0
Poline 14,0 - - - -

Average 17,4 16,8 Average 19,3 19,8
Total 87,0 184,0 Total 77,0 179,0
Facilitator 13,0 116,0 Facilitator 23,0 121,0

Note: PSTs nicknames reflect their membership of PVG or OVG by an initial letter of the given name.

To begin with observations from PVG, discussions among the participating PSTs
were fluent and continuous without any significant pauses. Every seminar discussion
during both video clubs contained many instances of overlaps, i.e., simultaneous
talk by two or more discussion participants (see e.g., Murray, 1988), which implies
a natural character of discussion in which participants do not hesitate to take the
floor. A changing tendency can, however, be traced between PVG1 and PVG2. While
participants mainly expanded each other’s ideas during overlaps in PVG1, PVG2 con-
tained significantly more overlaps, including disagreement among PSTs.

Interestingly, all the topics discussed during the PVG sessions were raised by PSTs,
primarily Peg and Penny. In contrast, Pia did not open new discussion lines, except
during a PVG2 session when her own teaching performance was discussed. However,
once a discussion line was open, she contributed actively. Patricia’s and Poline’s roles
were less active. Not only did they not raise many new discussion topics, they did
either not contribute to the discussions naturally and were also sometimes invited
by the facilitator for their contributions. Therefore, it can be said that while the
facilitator’s role was not of any major importance concerning the content and flow
of reflective discussions (since it was exhaustively covered by PSTs), it was crucial for
keeping a balance of PSTs’ involvement. The facilitator’s engagement rose in PVG2,
it was for two reasons. The PSTs either asked the facilitator to expand on relevant
theoretical background related to the issues discussed or to explain or clarify issues
about which the PSTs’ opinions differed. The facilitator’s role can thus be labelled
as a source of expert information and partly as an organizer and coordinator of the
reflective discussions.
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In comparison to discussions among PSTs from the PVG, discussions among PSTs
from the OVG were more balanced concerning the PSTs’ engagement but, at the
same time, less balanced in its flow. In comparison to the PVG, there were hardly
any overlaps in speech in either OVG1 or OVG2. In OVG1, two accidental overlaps
occurred, but one of the PSTs immediately stopped speaking and apologised. On the
contrary, the OVG discussions contained many long pauses. In many cases, the facil-
itator filled a pause proposing a new discussion line when a topic was exhausted. In
the OVGs, the PSTs raised only a few new topics.

It is to be noted here that all topics raised by the facilitator were drawn from
the PSTs’ written reflections (submitted via LMS Moodle), which the facilitator had
studied before each session. If needed, these were used to initiate new topics and
ask particular PST(s), author(s) of the reflection(s), to comment. In the OVGs, no
PST would take on a leading role. As in the case of Patricia and Poline from the PVG,
in the OVG Olympia did not contribute much and even less during OVG2 when inde-
pendently prepared lessons were the subject of reflection. It is interesting that there
was an increase in the PSTs opening new topics during the OVG2. It was so main-
ly in situations when the PSTs captured on the video under discussion themselves
opened new discussion lines about their lessons. This observation might explain
why during OVG2 the proportion of PSTs’ engagement was more balanced. Olympia,
however, remained an exception as she often participated in the oral reflection only
after being called on by the facilitator. During the OVG video clubs, the facilitator
functioned more as an organizer of discussions by proposing specific aspects of the
lessons observed, maintaining the flow of the discussion, and by introducing new
discussion lines.

Occurrence and nature of evaluations in the context of
alterations and predictions within seminar discussions
Table 3 offers insights into the number of incidents when the PSTs explicitly or
implicitly expressed their opinion about lessons that they observed and reflected
through evaluations, suggesting alternatives, or predicting consequences.

Table 3 Frequency of occurrence: evaluations, alterations, predictions

PVG OVG
PVG1 PVG2 OVG1 0VG2
Evaluation 52 94 44 112
Alteration 33 47 39 55
Prediction 11 21 17 13

Suggesting alternatives and predicting the consequences of the observed mo-
ments are both valuable targets of the PSTs’ professional learning (see above). In the
case of alterations, PSTs in the PVG and the OVG developed equally. On the contrary,
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while the PVG video clubs supported the PSTs’ ability to predict consequences of the
observed situations, OVG2, which was based on reflecting independently taught and
recorded lessons of the participating PSTs, saw a decrease in predictions. This de-
crease seems to be at the expense of a significant increase of evaluations expressed
by the OVG PSTs.

Evaluating statements were further categorised as positive or negative evalua-
tions to understand this area better. Table 4 shows the proportion of positive and
negative evaluating statements in discussions of the PVG and the OVG during Video
Club 1 and Video Club 2.

Table 4 The proportion of positive and negative evaluations (%)

PVG OVG
Positive Negative Positive Negative
Video club 1 46 54 73 27
Video club 2 62 38 61 39

It is a striking result that the proportions of positive and negative evaluations in
Video Club 1 differ in the PVG and the OVG, i.e., in the PVG negative evaluations
prevail, in the OVG positive evaluations prevail. Equally striking is the almost perfect
balance between the PVG and the OVG in Video Club 2 when comparing the changes
in evaluative tendencies in both groups. The main difference between the PVG and
the OVG was that the PSTs who worked with video recordings of their teaching per-
formances evaluated the observed moments more positively. It is also interesting to
view the results of OVG from Table 4 in the context of Table 3. It shows that while
the PSTs of the OVG evaluated the observed lesson much more during Video Club 2,
the proportion of negative evaluations increased simultaneously. The PVG propor-
tion of positive and negative evaluations changed in an inverse direction. While in
Video Club 1 where they were reflecting on lessons of unknown practising teachers,
the PSTs took more critical stands; when reflecting on video recordings of unknown
future teachers, their prevailing evaluations were positive.

To summarise, positive and negative evaluations were viewed in context in order
to deepen our understanding of the characteristics of reflective communication
related to the PSTs’ evaluative expressions in different video clubs. Thus, they were
further categorised into positive or negative evaluations, as a separate category
from alterations or predictions. Next, positive or negative evaluations were viewed
in combinations/sequences together with alterations and predictions. Findings based
on this analysis, i.e., prevailing tendencies typical for each video club, together
with the results presented above are presented in Table 5 to summarize the main
synoptic characteristics of the PVG and the OVG communication in Video Club 1 and
Video Club 2.
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In Table 5, each video club is firstly characterized by features of reflective com-
munication based on the PSTs’ evaluations, alterations, predictions, and various
forms of their combinations that appeared to be typical for particular video clubs.
As a strong indicator for these typical features served the highest or lowest propor-
tion of the occurrence of all three categories among all four video clubs. Secondly,
representative quotations are included. Thus, Table 5 enables us to compare the
groups on the level of Video Clubs 1 and Video Clubs 2 (horizontal perspective) as
well as on the level of the PVG and the OVG (vertical perspective).

Table 5 Characteristic features of evaluations in different video clubs (sample evaluations in bold)

PVG

ovG

PVG1

OovG1

Highest proportion of En (54 %).

Highest proportion of separate E (70 %),
without Aor P.

Highest proportion of E & P combination with
slight prevalence of En — P sequence.

e.g.:
I think this was all very unfortunate, that
he decided to teach irregular verbs together
with pronunciation this way, he should have
thought about it better, because it was very
difficult this way and they [students] will not
remember much | think - he told them too
many of the pronunciation specifics.

Highest proportion of Ep (73 %) in the context
of lowest number of evaluative statements.
Highest proportion of separate A (59 %),
without E, which can be perceived as “hidden”
or indirect evaluations.

Highest proportion of Ep — P sequence.

e.g.:

It was a well-chosen topic for inductive
grammar teaching. The pupils seemed
engaged, they worked well, and | believe
they will remember better. They might not
be able to use it all immediately, but | am
pretty sure, they understand the two tenses,
its similarities and differences and how to use
them.

PVG2

0ovVG2

Proportion of Ep and En between PVG2 and OVG2 equals.

Lowest proportion of separate E (49 %),
without Aor P.

Highest proportion of En — A sequence.

e.g.:

Well, | see it in different ways, but more or
less | think it was not very good. But she did
tell them what was going to happen, which
might have been a lesson aim, but | do not
think they understood, probably not. It
was too general, it should have been SMART,
which would have been better, because then,
she could have reflected the lesson with them
at the end.

Lowest proportion of separate A (23 %),
without E.

Highest proportion of A — En sequence.

e.g.:

Maybe it would have helped the pupils if you
told them the aim and focus of the lesson.
Something like we will do this and that
because this and that. Or something like

that. Without it, like the way it was, they
might have felt a bit lost, do you know what
I mean? Maybe it could have been done a bit
better.
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To conclude, based on the tendencies typical for the nature of evaluative com-
munication within individual video clubs presented in Table 5, a label characterizing
each group and video club will be proposed.

The PVG seminar discussions can be described as open critical communication.
The PSTs were mostly critical towards the observed lessons; however, in the course
of all four video clubs, their stance shifted towards a more constructive approach.
The occurrence of purely negative evaluations decreased. Negative evaluations were
often entirely constructively supplemented by suggesting alternatives. Generally,
the PSTs’ stance changed from being more critical to more positive.

The OVG seminar discussions can be described as sensitive, supportive commu-
nication. This style was even more prevalent in OVG1, during which the PSTs gen-
erally evaluated each other’s performance least often, and those evaluations were
predominantly positive. In OVG1, critical comments were hidden behind alterations,
which were mainly devoted to suggesting better alternatives to the lesson plans that
the PSTs prepared with the facilitator. Despite the increase of negative evaluations
in OVG2, the PSTs reflecting on the video recordings of their own performance main-
tained their positive stance and sensitive approach. They often provided each other
with praise and appreciation, whereas their negative evaluations were often placed
cautiously after offering an alteration.

Specific features of the seminar discussions

A number of specific features of seminar discussions concerning the nature of the
PSTs’ approaches to evaluations emerged from previous analysis. It revealed a strong
contrast between open critical communication typical for the PVG video clubs and
sensitive, supportive communication typical for the OVG video clubs. In both cases,
a shift could be identified between Video Club 1 and Video Club 2. Although the main
characteristic features remained the same, their nature changed. While the PVG
PSTs’ open critical communication became increasingly constructive, the OVG PSTs’
sensitive supportive communication became more critical.

Based on a general understanding of the nature of communication not only in
video clubs (see section 1 above), the findings summarized above led us to search
for more systematic differences between the PVG and the OVG as well as between
Video Clubs 1 and Video Clubs 2. Specific features of the seminar discussions were
investigated by the inductive content analysis of the transcript of the seminar dis-
cussions. Further systematic differences could be identified for the following closely
interconnected areas: criticism, defence, and agreement.

The degree of criticism expressed by the PSTs towards the observed lessons dif-
fered significantly between the PVG and the OVG. While the PVG PSTs often ex-
pressed critical comments concerning various aspects of the observed lessons, the
OVG PSTs were much less critical to each other’s teaching performance. In the PVG
the degree of expressed remained stable during both video clubs. On the contrary,
reflective discussions in the OVG almost lacked clearly expressed criticism towards
observed lessons. What was, however, typical for communication among the PSTs
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while reflecting on the video recordings of their own lessons was a high degree of
self-criticism. During Video Club 1, such self-criticism was typically followed by
praise and appreciation expressed by other PSTs, which further led to mutual support
and reflection of the shared teaching experience on a more general level. During
Video Club 2, the PSTs often expressed the wish to also receive critical feedback
while sharing their own video recordings, which often functioned as a starting point
to including some critical issues of the observed lessons in the discussions.

The degree of expressed defence was typical for communication in the OVG.
However, it is interesting that it was not the self-defence mechanisms that pre-
vailed. On the contrary, the PSTs expressed a certain degree of defensive attitudes
towards critical comments, especially after that PST’s self-criticism and facilita-
tor’s comments. As discussed above, such cases were often followed by reasoning
about possible causes or general principles, especially in Video Club 1. An exciting
insight into self-defensive attitudes and their influence on the nature of commu-
nication was revealed in Video Club 2. During the last seminar session, one PST,
Olympia, expressed a substantial degree of self-defence connected to her video
recording. It influenced other PSTs participation significantly and resulted in a rel-
atively shallow and short discussion about Olympia’s lesson since none of the PSTs
expressed any disagreement with her explanations and excuses, nor expressed any
elaborated reactions to the facilitator’s comments connected to some critical mo-
ments of the observed lesson.

The degree of agreement among the PSTs was another area in which differences
between the PVG and the OVG were identified. Disagreement among the PSTs was
a typical feature of the PVG communication. PSTs often opposed each other’s ideas
by adding different and diverse pieces of opinion and often also by opening new
related discussion topics. In this sense, the PVG communication can be labelled as
a chain communication. It seemed to be a significant determinant of a PSTs’ pro-
fessional learning, especially by a wider variety of perspectives employed and by
a need for reasoning expressed statements. The OVG discussion was, on the other
hand, characterised by agreement. The PSTs often elaborated the already discussed
topics further. However, the perspectives were not predominantly new or original,
on the contrary, they often repeated and supported thoughts expressed by peers or
they just deepened the insight into the discussed topics by adding a related thought
or comment. Thus, this discussion can be labelled as a snowball communication in
which PSTs reacted to each other by further elaborating the discussed topics. It can
be viewed in the context of findings connected to opening new discussion lines and
a leading role of the facilitator in raising new topics in discussions of the OVG.
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3 Conclusion and discussion

This study presented the results of an investigation into the nature of reflective
communication within four different video club settings based on the different types
of video interventions that were presented. While the first and second research
questions were fully addressed in section 2.4 from various perspectives, the third
research question, which aimed at capturing the differences between reflective
communication among the PSTs in the PVG and the OVG during Video Club 1 and
Video Club 2, will briefly be summarized in the form of a concluding synthesis. To
this end, the most prominent differences will be outlined and discussed in relation
to previous findings and theoretical concepts presented in section 1.

The PVG video clubs were characterized by open critical communication based on
the principles of collaborative professionalism (Hargreaves & O’Connor, 2018) and
learning communities (van Es, 2012), such as well-set relationships, trust, expressed
disagreement, and natural fluent discussions. Additionally, the PSTs in the PVG ex-
pressed critical views towards the observed lessons, which, changed over time, i.e.,
during the two video clubs, towards a more sensitive and constructive approach
often complemented by suggesting alternatives. When discussing video recordings
of other teachers or student teachers PSTs participated more actively in discussions
which is in line with previous research findings (Gaudin & Chaliés, 2015). The role of
the facilitator was thus less important.

On the contrary, communication among the members of the OVG video clubs
tended towards the features of a pseudocommunity (Grossman et al., 2001) indicat-
ed by a lower degree of disagreement, a higher degree of sensitivity in commenting
on the observed video recordings and the use of deceptive discourse (Tickle, 1994).
The OVG communication was labelled as a sensitive supportive communication.
However, during the two video clubs and in accordance with Grossman et al. (2001),
who view pseudocommunity as an evolving phase in the formation of functioning
learning community with set norms of interaction, the nature of communication
among the OVG PSTs changed and improved. There was a shift from political cor-
rectness, surface friendliness, avoidance of conflicts, a lower degree of criticism
and expressed self-defence mechanisms related to sharing one’s teaching perfor-
mance with others (Eraut, 2000; Lefstein & Snell, 2011; Seidel et al., 2011; Zhang
et al., 2011; Kleinknecht & Schneider, 2013) towards a more critical, although still
sensitive, communication. It also further shifted towards expressing demand for
feedback, and an appreciation of constructive critical evaluations from peers, which
were, however, often placed after suggesting an alternative (Trip & Rich, 2012;
Minarikova et al., 2016). It should not be left unmentioned that the gradually built
safe environment proved to be fragile, as shown in Olympia’s case at the end of the
second video club. Olympia’s self-defensive stance and expressed uninterest in any
critical feedback reverted the nature of communication among the OVG participants
to its initial stage. The role of the facilitator was increasingly significant in the OVG
video clubs, especially in Video Club 1, which functioned on many principles of
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a pseudocommunity where speech is regulated by facilitator controlling the discus-
sions (Grossman et al., 2001). While in the PVG video clubs, the dominant role of
the facilitator was a coordinator and an expert, in the OVG video clubs, the main
roles were that of a proposer and a prompter (for more detail, see e.g., Rich, 2014).

The outcomes of the study suggest that different types of video clubs and video
interventions influence the formation and functioning of the PSTs’ learning commu-
nity diversely and are suitable to be placed in different phases of pre-service and
further in-service teacher education. For instance, observing and reflecting video
recordings of unknown practicing teachers supports the development of the PSTs’
reflective competence and the establishment of a collaborative learning community.
Only in a second step, observing and reflecting on the video recording of one’s own
or peer teaching performance should follow and build on a well set and safe learning
environment. Based on the results of this study it can be said that such an orches-
tration of different settings is likely to help promote the PSTs’ professional learning
based on reflection and cooperation.

Viewing these outcomes in combination with several limitations of this study
can indicate implications for further research. It would be promising to replicate
this study with more participants, involving a larger study group at a university and
a group of practising teachers. This allows for three areas in which the research data
in this study could and should be complemented. Firstly, it can compare the PSTs’
written reflections prepared at home with their oral reflections in seminar sessions.
Such a comparison would reveal what and how the PSTs shared within reflective
communication. It also provides insight into what they decided to not discuss. Sec-
ondly, besides capturing the nature of political aspects of communication, it would
be interesting to trace the development and changes of professional aspects of com-
munication in both written and oral reflections. Lastly, as we gained data capturing
students’ professional vision before and after the participation in the video clubs,
we should search for connections between the nature of reflective communication
and the PSTs’ professional learning by comparing the nature of communication with-
in particular video clubs with the development of the PSTs’ professional vision in
dimensions, selective attention, and knowledge-based reasoning. This perspective
would uncover the possible effects of political aspects of communication on re-
flective communication - reflective competence - and thus the width and depth of
a PSTs’ professional learning.
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Abstract: Teacher’s professional vision is a well-researched concept that high-
lights the importance of noticing salient issues in classroom situations and reasoning about them.
This paper aimed to investigate pre-service teachers’ professional vision of pupil engagement: what
student teachers notice in classroom videos regarding pupil engagement and how they verbalize it.
The data was collected using interviews with classroom videos as prompts. 20 English as a foreign
language pre-service teachers participated in the study. The data was analysed using qualitative
content analysis and word clouds. The results suggest that pupil engagement is observed on three
levels: behavioural, cognitive, and emotional, and it is seen in connection with classroom factors
influencing it; the most mentioned one being teacher actions. To verbalize their noticing of pupil
engagement, student teachers used wors and phrases that describe engagement directly (such as
“participate”, “enjoy”, “respond”) or indirectly, for example through descriptions of actions (“rais-
ing hands”) or suggestions of cognitive involvement with the content (“know” or “remember”).
Understanding how student teachers talk about pupil engagement can help us tease out important
points in discussions during teacher education programmes and, in doing so, aid the pre-service
teachers in framing their noticing and developing their professional vision.

Keywords: professional vision, pupil engagement, word clouds, verbalisation

Pupil engagement affects academic success (Fredericks et al., 2004) and one of the
most important factors influencing pupil engagement is teacher support (Fredericks
et al., 2004; Gutiérrez et al., 2017; Skinner et al., 2008). Teachers must be pre-
pared to encourage pupil engagement to contribute to pupils’ academic success.
Supporting teachers in conscious work with pupil engagement can be realized in
different ways. One of them is supporting the development of professional vision.
Professional vision is an aspect of teachers’ competence that influences how they act
in classrooms. This support is especially important in pre-service teacher education.

Professional vision describes what teachers notice in classroom situations and
how they reason about it (van Es & Sherin, 2008). Certain aspects of professional
vision have been addressed in the literature (e.g., professional vision for classroom
management - Gold et al., 2013; for classroom discourse - Mendez et al., 2007) but
so far not with specific regard to how engaged pupils are in lessons. Understanding
this strand of professional vision could, however, contribute to further understanding
(future) teacher thinking, and to designing ways to develop it with pupils’ involve-
ment in mind.
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Professional vision is closely connected to verbal accounts of what is noticed
(Minarikova et al., 2021), and the study of this phenomenon originates in linguistic
anthropology. In teacher research, it has been mostly approached through verbal
methods (questionnaires, interviews, reflective writing). In short, we understand
professional vision by understanding the words teachers use to verbalize it.

This paper explores pre-service teachers’ professional vision for pupil engage-
ment in two respects: what they notice (focus on) and how they verbalise what they
notice when they observe a video of a classroom situation. Capturing the themes and
the verbalisations will help us understand how student teachers conceptualize pupil
engagement and recognize what range of words and phrases student teachers use to
describe it. When working with student teachers in teacher education programmes,
this knowledge can help us understand them better and help them frame their no-
ticing in different ways to develop their professional vision further.

The paper uses the context of teaching English as a foreign language (EFL) to
argue a more general (pedagogical) point. The video sequences are taken from EFL
classes and, the participants are future EFL teachers. Pupil engagement is, however,
a topic relevant to all teaching.

1 Professional Vision

The term professional vision was first coined by Charles Goodwin (1994). His under-
standing of professional vision draws on linguistic anthropology, action theory, con-
versation analysis, and various sociocultural theoretical approaches. From his point
of view, professional vision can be defined as (1) a socially structured perception
of the phenomena in professional life and (2) the understanding of those phenom-
ena that suit specific interests that correspond to a specific social or professional
group.

Goodwin’s conception of professional vision is concerned with the socially con-
structed and historically recognized discursive practices through which the members
of a profession construct and structure the objects of their professional interest
(so-called objects of knowledge). Later, the originally linguistic-anthropological un-
derstanding of this term has been expanded and standardized, especially in the
context of researching professionalism. The concept of professional vision developed
into standardized characteristics of a measurable entity (cf. Lefstein & Snell, 2011,
p. 507).

The concept of professional vision is currently prominent in research on teacher
education. Origins go back to the teacher education reforms in the USA 20 years ago
in the field of science education, where the adaptive teaching style was favoured
(professional vision for reform teaching; see Sherin & van Es, 2005, p. 476; van Es
& Sherin, 2008, p. 244).

Based on the study of Janik et al. (2016) we identified specific interests in re-
search on professional vision in the field of teacher education that are focused on:
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* the characteristics of professional vision in the “subgroups” of the teaching pro-
fession (teachers of different subjects, etc.),

* the object of professional vision and its specific components, such as a profes-
sional vision for classroom management (see Gold et al., 2013), professional
vision for classroom discourse (see Mendez et al., 2007), professional vision of
inclusive classrooms (see Roose et al., 2018) or so-called curricular vision (see
Choppin, 2011),

» factors that affect professional vision, i.e., studies focused on the relationship
between professional vision and professional knowledge (see Sturmer et al.,
2013), effects of video-setting (such as own or foreign videos; see Blomberg et al.
2011; Seidel et al., 2011), differences between students or between groups of
students (Sturmer et al., 2016), etc.,

* development of the professional vision using different interventions and mea-
surement instruments within pre-service or in-service teacher education; in this
respect also various formats of interventions are examined (e.g., video clubs,
van Es & Sherin, 2010; lesson study, Wood & Cajkler, 2018; Observer, Stiirmer
& Seidel, 2017),

* the nature of teacher’s professional vision in studies using eye-tracking technol-
ogy (see Jarodzka et al., 2021).

Research on professional vision is typically based on participants observing and
analysing teaching, usually captured on video recordings of real classrooms. Profes-
sional vision has thus been mostly studied through verbal data (what teachers say
they see) as accessing what they actually notice is more difficult to capture (the use
of eye-tracking seems a promising avenue of research; cf. Minarikova et al., 2021).
It is thus essential to understand the language that teachers use to verbalize their
professional vision.

2 Professional Language of Teachers

The specific nature of professional language lies in the fact that members of a pro-
fession share a professional interest in knowing (or getting to know, exploring)
a certain “domain of scrutiny” (Goodwin, 1994). Professional language is often (but
not exclusively) marked by its lexical and phraseological features, often including
metaphors (comp. Malyuga, 2011). It emerges and operates on the border between
the language of everyday life and the language of disciplines, and it is also a medi-
ator between the two (comp. Terhart, 1992).

Practitioners of respected professions such as law or medicine famously have
languages of their respective profession. This allows them to communicate among
themselves and often it relies heavily on the vocabulary of the related disciplines
(languages often incomprehensible to laymen). However, the language of the teach-
ing profession is less distinct. According to Jackson (1968), the language of teachers
is hardly distinguishable from the language of everyday life. Hargreaves (1980) goes
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so far as to claim that primary school teachers who have little connection to the
disciplines share very little specialized language, even such language relating to
child development and pedagogy. However, recently special attention has been on
the domain specificity of teachers’ language - especially in the field of didactics of
mathematics (Mesiti et al., 2021).

Exploring and appreciating the specific character of the language of the teaching
profession requires understanding its twofold function. On the one hand, language
is the medium of instruction - this language needs to be simple, clear, and easily
comprehensible to learners with a wide range of cognitive dispositions. On the oth-
er hand, the language of the teaching profession is also used for reflection on and
communicating about the process of teaching itself and is thus a metalanguage to
the former. To develop and share knowledge about educational phenomena, teachers
need professional language to address complex, abstract, and theoretical issues of
the profession, such as the quality of teaching and learning (Wipperfirth, 2015).

3 Pupil Engagement

To help student teachers develop their knowledge and understanding, we first need
to understand how they address important phenomena in teaching and learning.
One of the crucial aspects of the success of teaching and learning is pupil engage-
ment during lessons (Skinner et al., 2008, p. 765). Engagement expresses “the be-
havioural intensity and emotional quality of a student’s active involvement during
a learning activity” (Jang et al., 2010). Compared to motivation, engagement shows
the temporary state where students are acting, studying, and doing and motivation
is seen as the potential and direction of students’ energy (Oga-Baldwin et al., 2017,
p. 141).

Engagement can be defined in three ways (Fredricks et al., 2004, p. 62): Be-
havioural engagement draws on the idea of participation; it includes involvement in
academic and social or extracurricular activities. Emotional engagement encompass-
es positive and negative reactions to teachers, classmates, and school and influences
willingness to do the work. Cognitive engagement draws on the idea of investment;
it incorporates thoughtfulness and willingness to exert the effort necessary to com-
prehend complex ideas and master difficult skills.

An important issue for the context of our study is which aspects of the school and
classroom context can promote or degrade engagement. Engagement is affected by
the following factors (Fredericks et al., 2004): (1) school-level factors that cover
the institutional setting of the school. Engagement is responsive to variations in the
environment and can point to the specifics of each school, such as the size of the
school, students’ participation in school policy, but also school environment per se.
The next antecedent of engagement is the (2) classroom context, including teacher
support, peers, classroom structure, autonomy support, and task characteristics.
The last factor is (3) individual needs.
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The study explored professional vision of pupil engagement and how it is verbalized
by student teachers. More specifically, the research questions were:

When commenting on pupil engagement in a classroom video: 1) What do student
teachers focus on? 2) How do they verbalize their noticing?

4.1 Data collection

The data was collected as part of a larger study focussing on EFL student teachers’
and teachers’ professional vision using interviews and eye-tracking technology. This
study draws on the interview data with student teachers.

To tap into student teachers’ professional vision, we selected two classroom
videos portraying a frequent activity in English as a foreign language lesson. They
show a teacher working with the whole class, eliciting previously learned informa-
tion (vocabulary, information from a text). They illustrate well the topic of pupil
engagement and offer good input for comments as the teachers engage the pupils
with varying degrees of success. A detailed description of the video sequences is
provided in Table 1.

Table 1 Video sequences

Video A (1 minute 3 seconds)

Sequence from the first part of the lesson in the seventh grade of elementary school (lower
secondary, ISCED 2), pupils had been learning English since the third grade. The class is
preparing for a communication activity. The sequence portrays a revision activity about parts
of the face. The teacher is working with the whole class. The teacher is at the front of the
class, drawing on the board. He starts with a big circle, saying “imagine this is a face”. He then
draws different parts of the face and invites pupils to name them. Responses can be heard from
different pupils. The responses are usually rather quiet, unanimated. The teacher carries

on with this activity until all words he needs to cover are mentioned.

In the video, the teacher and seven of the pupils are visible at all times.

Video B (1 minute 43 seconds)

Sequence from the first part of the lesson in the sixth grade of elementary school (lower
secondary, ISCED 2), pupils had been learning English from the first grade. The teacher works
with the whole class. The teacher starts by mentioning that in the previous lesson the class
read about the tallest building. She then continues to ask for details and afterwards moves

on to eliciting adjectives, first connected to the tallest building, and later on other adjectives.
When pupils misunderstand a question (e.g., answering “skyscraper” to the question “where is
it?), she repeats it with modulated voice (stressing “where”). She uses intonation and gestures
(e.g., toillustrate tall and long) to help pupils understand the questions and to respond
correctly. At one point, she waves at a pupil and says “don’t sleep”, presumably having noticed
the pupil’s attention wavered.

In the video, the camera switches angles between pupils and the teacher.
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The participants were asked to observe each video sequence and comment on
it. At first, the interviewer only prompted the participant to comment, later they
asked specifically about pupil engagement. Each video sequence was shown twice
with space to comment after each viewing.

4.2 Participants

The sample of our study consists of 20 students (N = 20) studying English as a foreign
language at the Faculty of Education at Masaryk University (Brno, Czech Republic).
The selection of students was based on availability sampling. The students were
invited to collaborate during their English didactics course and the participation
was voluntary. The students were either in year 4 or 5 of their studies to become
a teacher (i.e., they finished their undergraduate programme and were now in the
first or the second year of their Master programme’). All of them had at least some
teaching experience. Only two of the participants had no prior experience with
analysing classroom videos. At the time of the study, all participating students had
completed at least one semester of didactics of English as a foreign language. Fur-
ther details are provided in the Appendix.

4.3 Data analysis

To answer the first research question, qualitative content analysis with inductive
coding was used (Mayring, 2004). The coding and categorization of the idea units
were done not to quantify and provide information on how often each category
was mentioned but to prepare the data for analysis of how noticing is verbalized.
Inductive coding was selected as the videos were focused specifically on pupil en-
gagement; previous studies on professional vision concentrate either on classroom
situations in general or have a different focus (e.g., classroom management). We
thus found it beneficial to approach the data as a clean slate.

Participants’ comments were divided into analytical units (so-called idea units)
and these were then inductively categorized. One comment represents all utteranc-
es of one participant connected to one video sequence. One idea unit corresponds to
an utterance, or a part of an utterance, clearly delineated in meaning, referring to
the situation in the video sequence. In order to ensure reliability, the categorization
and the coding process were conducted by two researchers in two steps. Firstly, all
idea units related to video sequences were highlighted and then divided inductively
into thematically related categories. The created coding scheme is available in
Table 2. The final version of the coding scheme, despite being created inductively,

' To become a teacher in the Czech Republic, you typically need to study a three-year under-
graduate programme followed by a two-year Master programme. This is all considered
pre-service teacher education. Teaching practice is a compulsory part of the teaching study
programmes at the Faculty of Education, Masaryk University.
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corresponds to previously used coding schemes that were used to describe profes-
sional vision in general (e.g., Janik et al., 2016; Seidel et al., 2007; van Es & Sherin,
2008).

All idea units were then re-coded using this coding scheme. Firstly, two research-
ers coded 10 comments (both video sequences) individually and afterwards fine-
tuned their coding together. The cases of disagreement were discussed until a con-
sensus was reached. Secondly, coding proceeded in the entire research sample and
again, cases of disagreement were discussed. Overall, the intercoder agreement was

80%, which ensured a satisfying degree of objectivity.

Table 2 Coding scheme: what did student teachers notice?

Category

Description

Example

Environment

Comments on the classroom - the
material equipment, arrangement of
desks, etc.

“The desks, the way they are
positioned, | think it contributes to the
fact that the teacher has the children
like..., that the pupils can cooperate
more and they are more interested

in what is happening” (video B)

Teaching Comments on the classroom activity “| think the activity was well-chosen.
in the video sequence with a focus on  That it is always good to revise this
teaching way.” (video A)

Teacher Comments on the teacher (in the “Like, I’d say maybe the teacher wasn’t
video sequence) - his/her actions, quite ready for the lesson.” (video A)
knowledge, language, etc.

Pupils Comments focused on pupils, their “It seems to me that most of those

actions, knowledge, language, etc.

pupils actually reacted, and they were

raising their hands, so they actually
wanted to say something.” (video B)

Using the results of this coding, two researchers in collaboration looked at each
idea unit within each category (Pupils, Teacher, Teaching, Environment). In this part
of the analysis, we took three steps. First, we focused on words - we collected all
the words and phrases that express or verbalize any aspect of engagement within
each category and created word clouds (Vrain & Lovett, 2020): three for each cate-
gory (one for teacher A, one for teacher B, and one for both). In the second step, to
make sense of these, we looked at the word clouds in each category, referring to the
comments for more context and looked for more general ideas that they capture. In
the third step, we went from the ideas back to the words. The results present how
aspects of engagement in each category (“ideas” from step 2; research question 1)
are expressed in words (step 3; research question 2). The words were translated
from Czech (the language of the interview) by a researcher proficient in English.
Each translation was discussed with another researcher to confirm the trueness of
the translation. Contented terms were discussed with a native speaker of English.
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50 5 Verbalizing Pupil Engagement
In this chapter we present the analysis in each category (classroom environment,
teaching, teacher, pupils), starting with the less complex categories. In the presen-
tation, both research questions are addressed at the same time - what the partici-

pants focused on is entwined with the words they used to verbalize it.

Table 3 Word clouds for category Environment
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5.1 Classroom environment

There were only few comments connecting the classroom environment with pupil en-
gagement (Table 3). Most of them used descriptive language for seating arrangement
(“if it was in a circle, the cooperation would be better”; “the way the desks are
put”, “they sit one by one” or “close to each other”) or the number of pupils (“there
is just few of them”). There were some instances, though, in which the participants



On the Language of Student Teachers’ Professional Vision

talked about the environment in emotionally charged terms, such as that it made

some pupils “isolated” or “pushed away”. This was connected to commenting on the
teacher’s “field of vision”.

5.2 Teaching

This category contained mostly notions of the activity (Table 4). Besides general
expressions (“a well-chosen activity”), the content and the dynamic character of
the activity were the centre of attention. As for the content, “speak?” represented
a desirable aspect of the activity. The level of language content was addressed
only for video A and in negative sounding terms “too easy” and “just basics”. So
even though the activity “fulfilled the aim”, it was not deemed “effective”. Firstly,
because the aim was not suitable due to the level of the content, and secondly, be-

cause it “just” fulfilled the aim - as if there could be nothing else positive said about
the situation.

Table 4 Word clouds for category Teaching
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The (not so) dynamic character of the activity was an issue for participants in
both video sequences. Pupils’ engagement was connected to activity characteristics
such as “lengthy” and suggestions included making it more “interactive”, “dynamic”
or “action-packed”. Here we can see that the words used are rather general, they
do not capture what a more “dynamic” or “action-packed” activity could look like;
what aspects can be changed in terms of pacing or what concrete steps can be taken

to make it more dynamic.

5.3 Teacher

This category focuses mainly on teacher actions and most of the comments concern
the teacher in video B (Table 5). The only comments that regard teacher A are

” o«

rather general and concern things he did not do - he didn’t “motivate

teacher which then results in a lack of involvement on the part of the pupils.

Table 5 Word clouds for category Teacher
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, “explain”,
“correct” or “spark interaction” and in all could have “tried harder” and “be better

prepared”. These quotes seem to suggest a lack of involvement on the part of the
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As for teacher B, the participants described her as “motivated”. Comments re-
garding her actions concerned four areas - where her attention lies, how she in-
volves everyone, how she gets them to talk, and how she helps them achieve when
they are talking.

Attention was verbalized through expressions addressing where she “looked”,
what she “focused” on, and “noticed”. The word look was also used negatively, in
that she “overlooked” certain pupils. The overlooking and focusing only on a par-
ticular part of the classroom was then connected to comments on her not involving
everyone - some pupils were not called upon because “she cannot call on everyone”.
She “does not give them a chance” to speak so not everyone “has a turn”.

These verbalizations are in contrast with how participants expressed her effort
to get pupils to speak - they used vivid action verbs such as that she was “pulling”
information out of them and “pulling them in” to “engage” them. Verbs like “try
hard” and “ask” were frequent. On the other hand, teacher B’s dominant position
was relativized by expressions such as “she gave them space” or “let them work it
out themselves”. However, even when they are working it out for themselves, the
teacher is not passive and supports pupil engagement by “helping”, “advising”,
and “guiding”. Her use of “gestures” and “intonation”, and “praise”, were put into
connection with how engaged the pupils were.

5.4 Pupils

This category is the key one for discussing engagement in class / learning and was
the most frequently mentioned (Table 6). The participants noticed three different
aspects of pupil engagement - their behaviour (what participants saw) and what
they inferred from it in terms of their interest and thinking/understanding.

Pupils’ behaviour is the aspect readily available to be observed. The participants
addressed mainly the face, the hand, the word, and the action.

Pupils’ faces told our participants where the pupils were “looking” and what
“looks” they were giving the teacher (one participant even termed it a “murderous
look”). “Closed eyes” were noticed, too. The hand represents a powerful sign in
school settings - pupil engagement was verbalised as “raised hands” or “hands up”
by almost all the participants of our research, but solely for teacher B. Words were
important too - “saying”, “responding” or “expressing themselves” were popular
verbalizations. Loudness was important, suggesting the willingness to participate
(“quiet”, “silent”, “mumbling”). Pupils’ involvement in general (presumably sub-
suming the previous bodily cues) was verbalized mostly through actions as being
“active” or “passive”, “reacting”, “participating” or even “working”.

An interesting part of the word cloud for teacher A was the recurrence of the
phrase “saying Jesus”. This referred to this word being heard in the video in the
background, said by a pupil in an exasperated tone, presumably as a reaction to
a very simplistic drawing done by the teacher. The phrase itself as well as the tone
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were used by the participants to gauge the atmosphere in the class and the feelings
of the pupils towards the activity.

Participants addressed the emotional involvement of pupils very often, going be-
yond commenting on this single phrase. Verbs (“enjoy”, “want”, “fear”) as well as
adjectives helped our participants verbalize what they saw - pupils were “bored”,
“(not) motivated”, “(not) excited”, “(not) interested” or “fed up”.

The observable cues were also used to infer attention and understanding on the
part of the pupils. Comments on “concentrating”, “focusing”, “paying attention”,
“following”, “listening” or “taking it in” were frequent, as were expressions con-
taining words like “know”, “understand” or “remember”. These might not seem
as directly referring to pupil engagement, however, our participants used them to
express that the pupils were on a certain level engaged with the content. To “know”
the answer or the particular word involves being aware of the task / question, and
thus infers being involved in the lesson.

Table 6 Word clouds for category Pupils
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6 Discussion

Professional vision is often discussed in the literature on teacher thinking and teach-
er education. What teachers notice guides their thinking about classroom situations
and about pupils and is a pivot point in how they act in the classroom (van Es & Sher-
in, 2008). It is thus vital to support student teachers in developing their professional
vision. Pupil engagement is a prerequisite for school satisfaction (Gutiérrez et al.,
2017) and school success (Skinner et al., 2008). Supporting student teachers in
watching for pupil engagement in classroom situations and helping them verbalise
and frame their noticing represents an important aspect of teacher education.

To do this, teacher educators need to understand how student teachers verbalize
their notions of pupil engagement - what words and phrases they use to capture
what they see.

In this study, we introduced the words participants used to verbalize what they
saw in two classroom videos in terms of pupil engagement. We looked at their com-
ments through four broad lenses represented by the four categories: environment,
teaching, teacher, and pupils. Pupils stand at the core of analysing engagement - it
is what they do and how they feel that is important. The themes mentioned in other
categories are the factors that influence pupil engagement.

When it came to pupils, the observable cues (or what can be seen on the outside)
were often addressed and used to draw conclusions about what is “on the inside”.
In our data, the participants commented on pupils’ behaviour, thinking and under-
standing, and interest and enjoyment. This corresponds to the conceptualization of
pupil engagement into behavioural, cognitive, and emotional engagement (Freder-
icks et al., 2004; Jang et al., 2010).

Behavioural engagement was, in our study, verbalized in a broad range of terms,
from descriptions of concrete actions (such as “saying Jesus”, “closed eyes” or
“raising hands”) to talking about what pupils say and how (“respond”, “say”, “mum-
bling”, “shout out”) to general statements about observable activity or passivity
(“participated”, “worked”, “active”, “passive”).

“Raising hands” was a very frequent verbalisation of pupil engagement, but only
for teacher B. This is extremely interesting as the nature of the activity was the
same in both video sequences - the teacher asks, the pupils respond. The partici-
pants watched teacher A video before the video of teacher B. After viewing only the
first clip (A), no one mentioned raising hands as not being there; no one missed it.
However, after watching teacher B video, most participants mentioned raised hands
as a sign of pupil engagement, and even put it into contrast with no one needing to
“shout out” the answer. Our participants accepted the framework set up by each
teacher (need to raise hands or not) and only commented within this framework.

On a cognitive level of pupil engagement, participants mentioned “focusing”,
“taking it in” or “being present”. We ascribed this to the cognitive aspect of engage-
ment as, from a professional vision point of view, it cannot be directly observed in
pupils’ behaviour, only inferred from clues (from the observable behaviour described
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through words and phrases mentioned above). This is different from previous studies
that include attention into behavioural engagement (Fredericks et al., 2004; Jang
et al., 2010; Oga-Baldwin & Nakala, 2017). Our participants also often used words
“know”, “understand”, and “remember”. We classified this as commenting on pupil
cognitive engagement as to “know” an answer or a word, one has to be present and
hear and understand the task or the question. Our participants often used the word
to “know” as a synonym to responding to a teacher’s prompt. In this way, “know”
might be considered somewhere between a synonym to “respond”, a sign of atten-
tion, and an actual statement about pupils’ knowledge.

As was apparent from the word cloud in the Pupil category (Table 6), words
describing emotions and emotional engagement were frequent in the comments.
Enjoying an activity (verbalized as “enjoy”, “bored”, “interested”, or “excited”)
was a theme for most of the participants but appears more prominently in comments
on teacher A video, in which the pupils were less engaged.

The other categories that we looked at mostly encapsulate classroom context
factors that influence pupil engagement (Fredericks et al., 2004). Teaching (in terms
of the task/activity characteristics) was not mentioned that often and mostly in
relation to the content and dynamics of the classroom activity. There were only few
mentions of the environment itself but if so, they were usually strongly connected
to pupil activity and engagement. Statements pertaining to the teacher were more
frequent, but mainly for teacher B. As mentioned above, the classroom situation in
video A was not as engaging as in video B. It might be the case that instead of criti-
cising the teacher himself, the participants chose to address him in their comments
only sparsely to evade critiquing him as a person. On the other hand, there were
many comments about the efforts and ways of teacher B, who was seen mostly in
a positive light. This is in line with previous research that shows that teachers tend
to shy away from critiquing a colleague (Lefstein & Snell, 2011). In their verbali-
sations, the participants used mostly verbs to describe the actions of the teacher
(“motivate”, “guide”, or “try hard”) or words to describe the teacher’s demeanor
(“demeanor”, “intonation”, “gestures”). Teacher’s support as a factor of pupil en-
gagement (Fredericks et al., 2004; Gutiérrez et al., 2017; Skinner et al., 2008) is
thus mostly verbalised through what the teacher does, not how he or she is.

The study approached the general concept of pupil engagement through studying
it in EFL context. From the comments, it is apparent that most of the themes and
words used are connected more to teaching and learning in general rather than to
the subject-specific context. The specificity is reflected in that participants address
the “content” (i.e., the language level) of the activity as affecting pupil engage-
ment. Here, the subject-specific point of view is crucial, and it is encouraging that
student teachers see this connection, and address it, despite having gone through
limited EFL methodology courses (see Appendix).

Professional vision has been studied in the context of teacher thinking and teach-
er education in general terms (van Es & Sherin, 2008) and for particular purposes (for
classroom management - Gold et al., 2013; for classroom discourse - Mendez et al.,
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2007; of inclusive classrooms - Roose et al., 2018). This paper contributes to this
strand of research by illuminating what words and phrases used by student teachers
hint that they are noticing pupil engagement. Being sensitive to these phrases (even
though on the surface they might seem to refer to other aspects of teaching and
learning - such as the word “know”) can help teacher educators tease out salient
points in discussions and offer student teachers further support and framing of pupil
engagement. Current research shows that professional language and participating
in professional discourse are connected to socializing into a profession, becoming
a member of a group (Freeman, 1996), and acquiring new ways of seeing (Goodwin,
1994; Wipperfirth, 2015).

The study itself (data collection and analysis) was conducted in the Czech lan-
guage; the results were written up in English. This can represent one of the limita-
tions of the study as certain nuances might get lost in translation, however carefully
it is done. Also, only two video prompts were used (albeit from different ends of
the spectrum of pupil engagement), which represents only a very limited fraction of
the breadth of teaching and learning situations. Further studies in various languag-
es and with various video prompts of different school subjects, teaching methods,
and contexts in general are needed to have a clearer picture of student teachers’
verbalisation of their professional vision of pupil engagement.
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Appendix

Research sample: a detailed description

Study Year Teaching experience Experience with
programme of study video analysis
S1 Master 5 Yes (Teaching practice) Yes
S2 Master 4 Yes (Teaching practice) Yes
S3 Master 4 Yes (Teaching practice) Yes
S4 Master 5 Yes (Teaching practice) Yes
S5 Master 5 Yes (2 years, Kindergarten) Yes
S6 Master 5 Yes (Teaching practice and Yes

teacher s assistant)

S7 Master 4 Yes (Private language school, Yes
tutoring)

S8 Master 4 Yes (Teaching practice, tutoring) No

S9 Master 4 Yes (Teaching practice, tutoring) No

S10 Master 4 Yes (Teaching practice, tutoring) Yes

S11 Master 5 Yes (4 years, language school, Yes
tutoring)

S12 Master 5 Yes (Teaching practice) Yes

S14 Master 4 Yes (Teaching practice, tutoring) Yes

S15 Master 4 Yes (Teaching practice, tutoring, Yes

language school)

S16 Master 4 Yes (Teaching practice) Yes
S17 Master 4 Yes (Teaching practice, tutoring) Yes
S18 Master 4 Yes (Teaching practice, school Yes

language course)

S19 Master 4 Yes (Teaching practice) Yes
S20 Master 5 Yes (Teaching practice) Yes
S21 Master 4 Yes (Teaching practice) Yes

Notes: S13 was not included in the sample for technical reasons. S16 studied at the same time also
Master programme in English Linguistics on Faculty of Arts (Masaryk University).
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Abstract: The value of reflective writing in teacher education is widely accepted
and research has focused increasingly on investigating the quality of students’ reflective texts by
assessing their reflective depth or breadth. Studies on student teachers’ professional vision have
looked at processes of noticing relevant classroom events and reasoning about them, emphasizing
that thinking about teaching and learning is a strongly knowledge-guided process. While much
empirical attention has been given to assessing students’ writing, little insight has been gained
into how reflective thinking actually unfolds. The aim of this study is to examine student teachers’
discursive practices as they engage in reflective writing in the context of a teaching practicum. Data
consists of reflective essays which were analysed using linguistically based qualitative coding in or-
der to identify discourse functions in students’ texts. Findings allow a detailed description of verbal
actions carried out in guided reflective writing. They also indicate that due to the situated nature
of their writing, student teachers engage in affective appraisal and reasoning processes which are
verbalized by using everyday as well as academic language depending on students’ zone of proximal
development and their developing pedagogical content knowledge.

Keywords: reflective writing, foreign language teacher education, discourse functions, professional
vision, professional language, knowledge-based reasoning

Reflective practice is both a means and an end in foreign language teacher edu-
cation (FLTE) as programmes aim to develop reflective competences by engaging
future L2 teachers in reflective teacher learning scenarios. The most commonly
found objectives of a reflective teacher education are concerned with developing
adaptive practitioners who can deal with classroom complexity and make informed
decisions, connecting practical experience with theoretical knowledge, fostering
conceptual thinking, increasing awareness of tacit knowledge, questioning and (re)
considering prior beliefs and developing individual teaching philosophies (Farrell,
2019; Golombek & Johnson, 2019; Klempin & Rehfeldt, 2020).

Approaches in FLTE have recently seen an increase in practice-based, situated
learning scenarios (e.g. teaching practicums, service learning, video-clubs, teach-
ing-learning labs, etc.), which form a prominent context for reflective tasks. Prac-
tice-based reflections within these learning environments take on various forms.
Distinctions have been made between self-reflection and reflecting on other peo-
ple’s practice, reflections based on real or videotaped experiences, oral reflections
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(e.g. post-lesson discussions) versus reflective writing (e.g. journal writing), guided
or free reflective tasks and monological or dialogical reflection (Abendroth-Timmer,
2017; Legutke & Schart, 2016).

The focus of this study is on student teachers’ practice-based reflective writing
and the verbalization of their reflective thoughts on lessons they taught in a practi-
cum setting. Reflective writing is a well-established form of reflective practice in
teacher education, particularly in settings which incorporate field experiences. In
these contexts, it is seen as a means of encouraging students to think about practical
teaching experiences in a systematic way, linking theory and practice, tapping into
more tacit knowledge and promoting reflective thinking. It is sometimes an add-on
to oral mentoring and post-lesson discussions or it functions as a substitute if insti-
tutional constraints do not allow a direct and immediate feedback from an observer.
Burton (2009) argues that writing in itself is a composing process which actually
requires reflection (see also Farrell, 2019). Research has, however, also pointed
out that reflective writing is complex and tends to be superficial unless it is guided,
supervised and practiced (Bain et al., 2002; Orland-Barak, 2005; Ryan, 2011). While
much empirical attention has been given to measuring the quality of reflective texts,
little insight has been gained so far into how writing academic reflections in a FLTE
context actually unfolds and how it can be scaffolded or taught.

1 Reflective writing in teacher education

Central to the development of adequate support for writing reflective texts in high-
er education is a consideration of different dimensions which constitute reflective
writing. Useful distinctions can be made with respect to context, content, timing,
audience, purpose, language and levels of reflective writing.

The context of reflective writing scenarios in FLTE can range from seminar set-
tings and their theoretical content, working with videotaped or observed lessons to
lessons or teaching sequences taught by students themselves in labs, microteaching
contexts or in actual schools. The context will naturally have an impact on all the
dimensions mentioned above, most notably in relation to content. In settings which
involve practical teaching experience, students are often asked to reflect upon their
lesson plans, achieved aims, teacher and student actions, critical incidents, and
possible consequences, solutions as well as implications for their future practices.
Reflective writing also aims to focus students’ attention on their individual devel-
opment, the progress they have made and how they plan to develop their teaching
competences further. There is, however, very little subject-specific, evidence-based
guidance on potential content of reflective writing in practice-based FLTE settings.
It has been established that prompts which are used to initiate reflection have
a strong impact on the content and type of students’ reflections (Bechtel & Mayer,
2019; Hatton & Smith, 1995). Task design in reflective FLTE is therefore central and
the question needs to be raised as to what exactly it is that student teachers are
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supposed to think about and in what direction their thought processes should be
guided. Kaasila & Lauriala’s (2012) findings show that a multi-contextual approach
is highly beneficial in order to broaden and deepen students’ reflections. In their
research, they asked students participating in a four-week internship to focus their
reflective writing not only on the lesson itself but also explicitly on pupils’ learning,
on the reading of research literature as well as on autobiographical tasks. Partic-
ularly the research reading and the autobiographical context seemed to deepen
students’ reflections and helped them to engage in identity work linking their past,
present, and future teacher identities.

With respect to the timing of reflection, students thought processes will be most-
ly retrospective (reflection-on-action, Schon, 1983) when reflecting upon actual
teaching experiences, but can also involve the reporting of reflection-in-action
(Schon, 1983) or anticipatory thoughts, if other field experiences follow (Rogers,
2001). Reflective writing in an educational context will usually be targeted at an
audience (a mentor / supervisor or peers), but it can also be personal when students
are asked to just write for themselves. Interesting questions are currently being
raised by researchers with respect to reflective tasks being obligatory or not and
the effect this has on students’ writing. Rosenberger (2017) found out that 37% of
the students she interviewed perceived reflective tasks as being a mere compulsory
exercise, particularly if they did not feel they had any problematic teaching episodes
to report on.

With respect to different functions of reflective writing at tertiary level, Herman
and Furer (2015) distinguish a documenting function, an epistemic function as well
as a coping function. Their analysis of guidelines and manuals for reflective writing
showed that there is considerable overlap between them and that one often leads
to another. The first function which involves documenting and describing teaching
events, is seen as a basic skill to be developed in teacher education. On the basis
of describing events, reflective writing then mostly adopts an epistemic stance in
that the reflective process should lead to some form of knowledge transformation.
This might entail activating previous knowledge, raising awareness of tacit knowl-
edge, linking theory with teaching experiences, or hypothesizing about solutions to
problematic events. Herman & Furer argue with Bereiter & Scardamalia (2014) that
an adequately complex and cognitively challenging situation must be given in order
for students to feel a desire or necessity for knowledge telling and subsequently for
knowledge transformation to happen. The coping function of reflective writing is
geared towards problem-solving or individual empowerment with respect to difficult
and burdensome situations. In the context of teacher education, reflective writing
is also often used to demonstrate learning and growth in students’ professional
knowledge, so it could be argued that a demonstrating function could be added.
Furthermore, reflective writing in FLTE also serves the purpose of promoting student
teachers’ reflective abilities. It therefore also has a metacognitive function.

This paper argues that reflective writing has yet another function, which could
be described as supporting the development of a subject-specific language of
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a community of practice - in this context the community of (prospective) English
language teachers. The verbal expression of teacher knowledge and teacher identity
has also been described as teachers’ professional language or their professional dis-
course competence (Hallet, 2006; Knorr, 2015; Ryan, 2011; Wipperfurth, 2015; Yayli,
2012). Investigating student teachers’ professional language use beyond the mere
counting of discipline-related terminology can be achieved by adopting a genre-
based linguistic approach. Ryan (2011), for example, suggests a close examination
of the language used in reflective writing as one particular type of academic genre.
She points out that academic, as opposed to personal reflection is complex and has
high rhetorical demands. She argues that an awareness of the textual features and
linguistic resources of reflective texts can support the teaching and assessment of
such writing. According to her analysis, the genre achieves its purpose through dis-
course functions such as description, recount, explanation and discussion, and their
respective linguistic realisations:

For example, it uses first person voice (I) with thinking and sensing processes (verbs/
verbal groups), as does any form of reflection, yet it also requires the use of nominal-
isation (verb turned into noun) and technical participants (nouns/noun groups) of the
discipline to allow dense and abstract concepts to be efficiently stated and compared.
It also demands the use of evidentiary adjectival (descriptive attributes) and caus-
al adverbial (circumstantial) groups to show reasoning and explanation. (Ryan, 2011,
pp. 103-104)

Studies which aim at tracing teachers’ theoretical knowledge base often re-
vert to quantifying participants’ use of subject-specific technical jargon. In an
educational context the question needs to be raised, however, as to how student
teachers’ developing abilities to verbalize their dynamic and emerging profession-
al competences can be described. The focus of this study is therefore placed on
exploring how prospective foreign language teachers verbalize their thoughts in
their reflective writing and particularly, what kind of discourse functions they use
within the genre.

2 Levels of reflective thinking

One of the major goals of reflective writing in teacher education seems to be to
achieve higher levels of reflective thinking. In order to evaluate the quality of learn-
ing environments or to investigate the impact particular measures have, students’
reflective competences are assessed by analysing students’ texts with respect to
their reflective depth or breadth. Reflective breadth refers to the content of reflec-
tion and the ability to relate phenomena to various domains of teacher knowledge
(Leonhard et al., 2011). This concept is based on the assumption that professional
knowledge and reflective skills are strongly interrelated. Klempin (2019), in her study
on the development of reflective competence in the context of teaching-learning
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labs, operationalized reflective breadth based on Shulman’s (1987) definition of
pedagogical content knowledge (PCK). A far greater number of studies have tried
to investigate the quality of reflective texts by analysing their reflective depth.
Most of these studies base their analysis on multi-level models of reflection, which
describe different forms of reflection. They are often informed by early frameworks
suggested, for example, by van Manen (1977), who used the concepts of technical
rationality, deliberate rationality and critical rationality, or Schon (1983) with his
distinction between technical rationality, reflection-in-action and reflection-on-ac-
tion (for a systematic review on reflection models see Poldner et al., 2014). Many
studies refer to Hatton & Smith’s model (1995) either as a theoretical foundation or
as a basis for context-specific adaptations (e.g. Abels, 2011; Klempin, 2019). Hatton
& Smith (1995) distinguish between four levels of reflective writing: (1) descriptive
writing, (2) descriptive reflection, (3) dialogic reflection, and (4) critical reflection,
which are outlined by the authors in the following way:

In essence, the first is not reflective at all, but merely reports events or literature.
The second, descriptive, does attempt to provide reasons based often on personal
judgement or on students’ reading of literature. The third form, dialogic, is a form of
discourse with one’s self, an exploration of possible reasons. The fourth, critical, is
defined as involving reason giving for decisions or events which takes account of the
broader historical, social, and/or political contexts. (Hatton & Smith, 1995, 40-41)

The categorisation of reflection into various levels used in many studies is mostly
hierarchical: from descriptive being not at all reflective, and therefore less de-
sirable, to multi-perspective, dialogic or critical reflection, being most desirable.
Several authors have criticized such a hierarchical description of various levels as
they imply a linearity and the idea that the highest level of reflection is most desir-
able (Aeppli & Lotscher, 2016; Hatton & Smith, 1995; Poldner et al., 2014). Given
that reflective thinking takes place in a variety of contexts as well as in different
developmental phases student teachers go through, it can be argued that it is better
to use the idea of different types or categories of reflection rather than specific
levels in order to emphasise that all of them are relevant and necessary (Aeppli
& Lotscher, 2016).

Aeppli & Lotscher’s (2016) framework of reflection (EDAMA) uses the idea of
categories or domains instead of levels (e.g. describing a situation, interpreting,
using appropriate terminology) in order to describe moments of reflective thinking
during different phases of reflection (1 - experiencing, 2 - presenting, 3 - analysing,
4 - developing measures and 5 - applying). The 15 domains of reflection outlined
in the EDAMA framework are not presented in a hierarchical order, and they are
not meant to be followed one after the other. EDAMA was designed to describe the
nature of reflective processes comprehensively and establish a basis for analysing
them. A more accurate understanding of reflection can support educators in foster-
ing student teachers’ reflective thinking skills, but more research on how to actually
operationalize reflective moments is still necessary.
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Another body of research which attempts to evaluate (student) teachers’ reflec-
tive competences is rooted in the concept of professional vision as described by
Goodwin (1994) and transferred to the context of teacher training by Sherin (2001;
2007). As video-based reflection in teacher education has strongly increased over
the last few decades, professional vision has gained much theoretical and empirical
attention, particularly in the field of mathematics or physics but also more re-
cently in the field of foreign language teacher education (Dawidowicz, 2019; Janik
& Janikova, 2019; Minarikova et al., 2015; Ulicna, 2017; Weger, 2019; Wipperfiirth,
2015; 2019). It has been described as the ability to notice (selective attention) and
interpret (knowledge-based reasoning) important features of classroom interaction
(Sherin & van Es, 2009, p. 20), and as an indicator of (student) teachers’ abilities
to apply professional knowledge to authentic classroom situations (Sherin & van
Es, 2009; Stirmer et al., 2013). Compared with other models of reflection, the
concept of professional vision places a stronger focus on (student) teachers’ concep-
tual knowledge as a basis for noticing and interpreting relevant classroom events,
as Stirmer et al. (2013) point out when defining the process of knowledge-based
reasoning:

Knowledge-based reasoning describes their [teachers’] cognitive processing of instruc-
tional events, based on their knowledge about teaching and learning (Borko, 2004; She-
rin, 2007; van Es & Sherin, 2002). The ability to reason about noticed classroom events
provides insights into the quality of teachers’ mental representations of knowledge
and the transfer of those representations to the classroom context. (Stirmer et al.,
2013, p. 469)

Although the perception of professional vision as a solely cognitive ability and
its investigation on the basis of academic standards has been criticized for being
deficiency-oriented (cf. Lefstein & Snell 2011; Wipperfurth, 2015; Weger, 2019), it
draws attention to teachers’ professional understanding of teaching and learning
processes and its development in higher education. Similar to research on reflective
competence, studies on professional vision have also investigated depth and breadth
in reflection as they focus on content on the one hand as well as stances or levels
of reflection on the other (e.g. Ulicna, 2017; Stiirmer et al., 2013). The majority of
these studies explore (student) teachers’ knowledge-based reasoning skills by ana-
lysing different kinds of reflective discourse. They have also identified and deployed
various levels of reflection, which are illustrated in Table 1.

As the overview illustrates, terms and levels vary according to the context and
focus of the studies. They are used in coding schemes to analyse reflective data and
as such are usually not elaborated on in detail. A closer look at these levels of reflec-
tive thought might, however, contribute to a better understanding of the discursive
practices student teachers engage in when reflecting upon teaching experiences.
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Table 1 Different levels of knowledge-based reasoning

Authors Level 1 Level 2 Level 3 Level 4 Level 5 Level 6
& Research Context

Sherin & van Es Description  Evaluation Interpretation
(2009)

Mathematics

teachers in

video-clubs

Stiirmer et al. Describing  Explaining Predicting
(2013)

Student teachers

in the context

of their general

education studies

Blomberg et al. Description  Evaluation Integration
(2014)

Student teachers

in the context

of their general

education studies

Seidel & Prezel Describing Explaining Evaluating
(2007)

Expert physics

teachers, school

inspectors and

student teachers

Ulicna Description Explanation  Theorizing  Evaluation Alteration Prediction
(2017)

EFL student

teachers

3 Verbal representations of reflective thinking

Studies on professional vision or reflective competence frequently operate with
categories like describing, explaining, comparing etc., but rarely put an emphasis
on these verbal actions. Some insight into the nature of reflective thinking can be
gained by looking at the information studies provide on how the quality of reflective
writing was operationally defined, but usually these methodological exemplifications
are kept fairly short. In some cases, utilized categories are only named (Sherin & van
Es, 2009), in other studies they are outlined in a bit more detail (Hatton & Smith,
1995; Jay & Johnson, 2002; Manouchehri, 2002; Sturmer et al. 2013). This is usually
done, however, without providing definitions on how units of reflective thought were
coded.
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From studies that outline coding processes in more detail we can gather to some
extent what kind of (mental) actions students perform when engaging in a reflective
task. The starting point in all of the frameworks is a process of describing what has
been noticed. Students provide an account of what happened in order to establish
a context and to determine what it is that will become the focus of reflection. This
process “reflects teachers’ ability to identify and differentiate between relevant
classroom events” (Sturmer et al. 2013: 469). Processes that follow are analytical
in nature and categories used to describe these activities are manifold. They range
from explaining, interpreting, generalizing, theorizing and evaluating (see Table
1) in the context of professional vision to comparative reflection, analysing, con-
fronting or justification in studies on reflective practice (Aeppli & Lotscher, 2016;
Jay & Johnson, 2002; Poldner et al., 2014). Establishing clear boundaries between
them is difficult as different terminology is used for similar actions and definitions
of categories are often brief or non-existent. What seems central in this second
comprehensive category is the idea of explaining an action or event by:

» decoding significance and clarifying meaning;

« analysing how things are related and identifying causal factors;

« classifying it by relating it to theoretical knowledge;

» applying appropriate subject-related terminology;

« referring to research, theory, coursework;

« looking at it from various perspectives;

» comparing actions with personal experiences.

One central element of reflective texts in teacher education is establishing links
between theory and practice, which is sometimes subsumed under explaining or
reasoning or labelled as theorizing. Ulicna (2017, p. 44) defined it as the “interpre-
tation and generalisation of what was seen using an underlying theory” and Stockero
(2008, p. 377) coded units of reflective texts as theorizing when student teachers
“referred to research or course readings in a way that added support to an analysis,
or provided substantial evidence to justify the analysis”.

Evaluating as another central stance towards reflection, is sometimes subsumed
under the concept of explaining, but more often it is listed separately (see Table 1).
It refers to making “judgments about the quality of the interactions” (Sherin & van
Es, 2009).

Most frameworks then establish categories that describe a change of perspec-
tive. From looking at what happened and how and why it happened, the focus shifts
towards a more anticipatory reflection, hypothesizing and thinking about effects,
implications of actions taken as well as possible alterations or transformations to
enable alternative action. In the studies of a group of Czech researchers (cf. Ulicna,
2017), the discourse pattern of alteration was added, which describes students
“suggesting an alternative to what was seen” (Ulicna, 2017, p. 44). Poldner et al.
use the term transfer to describe thoughts that are “concerned with how the next
action becomes different or better than what was previously done” (2014, p. 10).
Predicting, a concept used in many studies on professional vision, describes “the
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ability to predict the consequences of observed events for student learning process-
es by drawing on broader pedagogical knowledge and transferring this to classroom
practice” (Sturmer et al., 2013). Critical stances towards reflection question under-
lying moral and ethical dimensions with respect to social, political, and economic
forces that influence classroom events.

Reflective actions that are rarely made explicit in the form of categories, howev-
er, are the verbalizing of emotions as well as processes of self-reflection, although
they form an integral part of reflective practice (Aeppli & Lotscher, 2016; Bechtel
& Mayer, 2019; Farrel, 2019; Golombek & Johnson, 2019; Korthagen & Vasalos, 2005;
Weger, 2019). Interestingly, Aeppli and Lotscher (2016) incorporate two perspectives
into their model: an inward and an outward-looking direction of thought. While
the outward perspective looks at the setting, the participants and their actions,
adopting an inward perspective involves aspects like emotions, beliefs, individual
competences, professional identity or mission. According to their model, all types
of reflection can result from one of these two perspectives. The emotional side of
an experience should therefore be seen as an integrative part of reflection, which
should not be neglected but rather given a lot more empirical attention.

In research to date, a strong focus has been placed on the quantitative and qual-
itative study of knowledge-based reasoning processes by assessing the depth and
breadth of students’ reflection. Investigations tend to adopt an evaluative approach.
Little is known however about how knowledge-based reflection actually unfolds as
students engage in written reflective tasks. Professional vision has mostly been inves-
tigated in video-based learning or assessment scenarios, but not in the context of an
internship. This is why the study wants to explore discursive practices of pre-service
teachers of English as a foreign language (EFL) who reflect on lessons they taught
themselves during their teaching practicums. The aim of the study is to investigate
how EFL student teachers write about their experiences in a practicum setting, and
to analyse how student teachers verbalise their reflections.

4 Context of the study

The study focuses on reflective writing of EFL student teachers in the context of
their subject-related teaching practicum. In the course of one semester, students
observe and teach EFL lessons at German secondary schools on a weekly basis.
A group of 5-6 students and a mentor first observe a lesson taught by the subject
teacher. After that, students plan and teach one single or double lesson per week.
These lessons are planned by two students (planner and co-planner), but they are
usually taught individually. After a first draft of the lesson plan is handed in, the two
students and the mentor meet up for a consultation. The lesson grid is then redraft-
ed in final preparation for the lesson. The group, the mentor and the subject teacher
observe and then discuss the lesson after it has been taught. Students are asked to
write a reflective essay based on one of the two lessons they conducted. The writing
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process is supported by a list of guiding questions (see appendix). The essay is part
of a seminar which accompanies the teaching practicum. Students receive feedback
from their instructors, and it is assessed on a pass or fail basis. Students attending
this course and the practicum are usually in their third year of their EFL teacher
degree at a German university.

5 Research methodology

The study is based on the in-depth analysis of six reflective essays. The texts were
selected by means of a purposive sampling. In order to ensure the presence of max-
imum variability within the data, the researcher and the course instructor chose
essays that covered a spectrum including two essays each that were of a basic, an
average and an advanced level with respect to reflective depth.

A linguistically-based analysis of the reflective texts focused on investigating
discourse functions used by students in their writing. Discourse functions, a concept
frequently used in studies on Content and Language Integrated Learning (CLIL) and
based on the fundamental notion of speech acts, are linguistic realisations of cogni-
tive processes (Vollmer & Thirmann, 2013; Dalton-Puffer, 2013; Morton, 2020). They
have also been described as thinking skills following a hierarchical order (Anderson
& Krathwohl, 2001; Bloom, 1956). Used as operators in educational contexts, they
provide a set of verbs (e.g. describe, explain) which clarify what students are ex-
pected to do with a particular content (Morton, 2020). In a CLIL-context, cognitive
discourse functions are seen as a link between cognition and verbalisation and as
a bridge between content and subject literacy.

In this study, the research focus was on describing typical discourse functions
in teaching-based reflective writing by investigating students’ verbal actions. Texts
were coded using MAXQDA software and first codes aimed to describe basic commu-
nicative intentions. After the first round of inductive coding, categories were refined
by comparing them to types and levels of reflective thought established in other
studies (cf. Table 1). This process led to a coding scheme that described the discourse
functions students in this study used when engaging in reflective writing (see Table 2).
The analysis was not meant to reconstruct levels of reflective thought in a hierarchi-
cal order; the focus was placed more on a description of verbal actions the students
performed within the process of writing a reflective essay based on a lesson they had
taught themselves. After the development and subsequent refinement of the coding
scheme, all texts were coded using the code system provided in Table 2.

A more fine-grained analytical focus was then placed on investigating particular
units of reflective thought in more detail, using techniques borrowed from discourse
analysis. Here the aim was to trace how student teachers verbalize reflections which
had turned out to be characteristic of this type of text in the context of the present
study: analytical attention was directed towards knowledge-related processes of
reflection and the expression of emotions.
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6 Results
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The focus of the investigation was on producing a comprehensive description of dis-
cursive practices student teachers engage in when reflecting on lessons they taught

themselves in a practicum setting.

6.1 Discourse functions in reflective writing

Table 2 outlines the results of the investigation by listing discourse functions that
could be found in the data. Definitions of the different types of reflective writing are
provided alongside exemplary linguistic realisations which, in turn, are illustrated
by examples from the data.

Table 2 Discourse functions in student teachers’ reflective writing

Function Description Linguistic realisations Examples
DF1 Providing I did ..., then | ... | started off with
Describing a descriptive The students did ... / a reactivation of the
account of an were ... students’ pre-knowledge on
experience, noticing British culture. (Lena_15)
relevant events
DF2 Assessing if actions ... worked out well | could see that my
Evaluating / events / plans ... went according to instructions worked well and
were effective / plan | think letting them rephrase
successful or not, if ... was a good decision  the last and most difficult
aims were achieved ... was problematic / one in German was a good
challenging decision. (Rieke_28)
The students were
able to / eager to /
motivated ...
DF3 Identifying indicators They seemed to ... When | walked through the
Identifying for evaluating plans  They did ... / didn’t rows, they did not seem to
indicators / events / actions ! have any difficulties; neither
/ aims They could ... / in finding nor in recording
couldn’t their answers to the text’s
They were able to ... guiding questions. (Lena_20)
... which | gathered
from their ...
DF4 Explaining how A reason for that Towards the end of the
Explaining / various events are might be ... lesson, | noticed a decrease
Reasoning connected, what This was due to the in concentration. | attribute

caused certain
events / actions,
giving reasons
for evaluations,
justifying

fact that ...
| attribute that to ...
They were able to ...
because ...

that partly to the fact that
the last task was the hardest
and that the subject gave the
biggest room for a chat with
a neighbour. (Rieke_32)
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Function Description Linguistic realisations Examples
DF5 Realizing | felt that ... Those elements were a key
Noticing consequences / | realized that ... feature of each sequence
effects effects certain | noticed ... during my lesson and | felt
actions / events had  After | did ... the as if it really helped all
pupils ... the students, without the
This led to ... need for time-consuming
It made ... differentiation. (Iris_29)
DFé6 Substantiating According to ... Fortunately, | did not have to
Theorizing / justifying ... as suggested / deal with many disturbances,
plans / actions recommended by ... but, when someone did not
/ explanations | made use of ... listen or a little chatting
/ evaluations began, | used wordless
by referring to interventions recommended
academic concepts / by Scrivener (2012,
theory / literature p. 237-238). (Jenny_23)
DF7 Presenting or I should / could have | should have put more
Suggesting speculating about emphasis on the correct
alternatives alternative teacher | did (not) ... instead pronunciation of the new
actions of ... words by letting the pupils
If | were to teach the  repeat them in plenary.
same lesson again, (Lena_21)
I would ...
It might have been ...
Perhaps it might have
helped if ...
DF8 Predicting student Students might have Still, by investing more time
Hypothesizing  responses / effects if ...if ... in the exercise, they could
different actions had | should have ... in have started to incorporate
been taken order to ... the words properly into their
mental lexicon or even to use
them actively. (Lena_21)
DF9 Stating personal My personal aim for | still have to focus on being
Self-reflection aims and where they the lesson was ... brief and to really make
(retrospective  derive from; | had the goal to ... sure | have the class’s full

& prospective)

stating strengths and
weaknesses;
summing up what
has been learnt;
referring to own
teacher identity /
beliefs about TEFL;
recounting
experiences as

a language learner;
outlining
implications for

It was important for
me to ...

| wanted to ...

| learned that ...

| managed to ...

| noticed / realized /
found that ...

| think | know better
now ...

I wish | had ...

| need to get / have /
remind myself ...

attention. (Anna_6)
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Function Description Linguistic realisations Examples
further professional It is necessary that
development I / 1 would want to
improve ...
| still have to focus
on ..
In order to ... | will ...
| hope | can ...
I will try to ...
| want to learn more
about ...
DF10 Recalling and I really enjoyed ... | was a bit irritated when
Expressing reflecting on | felt / was ... | noticed that | had missed
emotions emotions ... relieved / delighted out on that. (Rieke_33)
- during the planning / happy /nervous /
stage stressed / anxious / ...
- before conducting It was ...
the lesson ... rewarding / ...

- during the lesson
- after the lesson

The discourse functions described in Table 2 are reiterated throughout the reflec-
tion and occur in cyclical processes. They are responsive to the context (reflecting
on a lesson they taught themselves), and the questions suggested in the guidelines
for writing a reflective essay (see appendix), but could not be exclusively assigned
to certain prompts only. With respect to thematic foci of attention, it could be ob-
served that students discussed the questions that were posed in the reflective task
(e.g. the planning process, personal aims, their lesson plan and their aims, teacher
and learner actions) as well as genre-specific content (e.g. explaining the contextual
background to an imagined reader). A special focus was placed on questions of class-
room management as well as critical incidents. A thematic content analysis would
provide more insight here, but shall not be the focus of this paper.

Within these texts, sequences of reflective thought could be discerned which
centre around a particular teaching event. A reflective sequence often begins with
a description (DF1), which is followed by an evaluation (DF2), or both coincide when,
for example, a problematic situation is described:

For the next task, however, | was not able to write the task on the board and just told
the students what to do. They were able to complete the task but | think not all of the
students understood it and just did what their neighbour did. Jenny_25

Evaluations are sometimes supported by indicators when students outline what
they base their evaluation on (DF3). This is closely related to students noticing what
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consequences an action had (DF5). Students engage in reasoning processes (DF4)
when they explain and justify plans or actions (Why did | act this way?), evaluations
(Why do | think it went well/not so well?), or alternative actions (Why should | have
reacted differently?). When students explain or justify a plan or action (DF4) or
when they think about alternatives (DF7, DF8), they often base their reasoning on
theory they studied (DF6). Theorizing (DF6) as a category is closely connected to
other discourse functions. It is mostly realized by using technical jargon and aca-
demic language or by quoting from TEFL-related literature. However, a closer ex-
amination of verbal actions when theorizing revealed considerable variation among
students regarding their use of professional language. Results of a more fine-grained
analysis of students’ professional language across all categories shall be presented
in the following subchapter.

6.2 Students’ use of professional language

Verbalizations representing students’ PCK range from their use of everyday language
in order to express their understanding of subject-specific concepts to arguing in
a highly elaborate and profound manner using professional language. Some units of
analysed text show that students’ PCK is only just emerging and conceptual thinking
is in a process of development within each participant’s zone of proximal develop-
ment (ZPD). This can be illustrated by the following example:

The subject teacher gave us the basic construct for our lesson, a text about Becky Falls
Woodland Park and the idea to let the pupils write a dialogue. Therefore, we already
had the scaffold for our lesson. (Anna_3) [emphasis added]

The student’s wording displays her understanding that she had received sup-
port through the English teacher’s specification of the lesson’s content (“basic con-
struct”) and its overall lesson aim (“the idea to ...”). In other words, she had started
to realize that lesson content and aims are central dimensions of lesson planning
which need to be negotiated, but she could not yet word her understanding in
a conceptually precise way. It can be argued that it is not only through the use of
appropriate TEFL-terminology that students display a (still developing) understand-
ing of teaching conceptions.

Data analysis also showed that in some cases students’ understanding of TEFL-re-
lated concepts is only just developing. Technical terms and concepts are used in
a way that still need restructuring, refinement or elaboration. Against the backdrop
of a sociocultural notion of learning, it seems essential to allow for some form of
dialogue with “expert others” (Vygotsky, cf. Golombek & Johnson, 2019) in order to
mediate student teachers’ learning processes.

Students’ use of professional language is particularly evident when students ex-
plain, evaluate or justify decisions or actions. But data analysis also revealed that
knowledge is frequently expressed during phases of describing, although descriptions
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are positioned at the lowest level of reflection in most frameworks (see Table 1).
The following example illustrates a student’s use of professional language when
describing what she had planned:

The following study phase allowed me to cover useful phrases and put the emphasis on
indirect/ direct speech, which they had learned in the previous part of the lesson by
my co-planner. The activation consisted of writing a letter of complaint in which the
students had to use all of the language they know including the new grammar structu-
res. Iris_15 [emphasis added when professional language was used]

Although descriptions are often regarded as less desirable because they are con-
sidered to be non-reflective, it can be argued that they are an essential step in
a reflective cycle. Not only because they provide the context for further reflections,
but also because they provide the opportunity for student teachers to practice their
PCK-related language skills. Only if texts are coherent and terminology is used ap-
propriately are they comprehensible to the reader. Descriptions also ask the student
teacher to stop and think, to postpone judgements and interpretations, to carefully
(re)consider what actually happened without jumping to conclusions too early (Aep-
pli & Lotscher, 2016; Rodgers, 2002; Rosenberger, 2017).

When analysing lessons, students’ use of professional language is on the one
hand closely linked to the actual situation students experienced. This is reflected
through language use that is directed towards pupils’ or student teachers’ actions
(Pupils could ..., | had to ..., | should have ...). Such reflections can also be retro-
spective (I managed to ...), hypothetical (I should have ...) or prospective (Next time
I would ...). On the other hand, professional language sometimes becomes more ab-
stract and goes beyond thinking about what could best be done in a certain situation.
Reflections are then geared towards a more general understanding of underlying
concepts. Reflective thoughts seem to move back and forth between context-bound
(re)lived experiences and decontextualized generalizations (cf. Golombek & John-
son, 2019; Macnaught, 2020). This process also describes what Korthagen (2011)
calls a shift from personal practical knowledge, which is “very much coloured by the
desire to know how to act in particular situations” (2011, p. 37) towards “the level
of formal theory”. Similar to Korthagen’s observations, the last level “at which a log-
ical ordering is constructed in the personal practical theory formed before” (2011,
p. 37) is rarely demonstrated in students’ reflective writings. However, data analysis
in this study also indicates that students’ verbalizations can be placed along a con-
tinuum somewhere between displaying an everyday and an academic understanding
of concepts; and between thinking about the here-and-now and generalizing from
their experience. There are units of text in students’ essays which are not distinctly
geared towards a theoretical understanding of underlying concepts but which show
that students begin to step back from the situation and adopt a slightly more general
perspective. This is particularly evident when students reason about something and
try to justify it with theory (“Areason for that might be...”) or when they write about
their conclusions (“I learnt ...,” “... is a decisive component”, “It is essential to...”).
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Another way of demonstrating knowledge (knowledge telling) is students’ refer-
ence to literature. This is realized by quoting either directly or indirectly from a text
and stating the source. Students mainly cite TEFL-publications which are used in
TEFL-seminars. A closer examination of the data revealed various purposes for quot-
ing literature: fulfilling a task (see Q2.7 in the appendix), acknowledging a source
with respect to ideas, key concepts or teaching strategies they used, justifying plans
and instant decisions, corroborating their reasoning, and relating theory to practice.
In most cases, processes of knowledge telling could be found in the data. Only some-
times knowledge transformation could be assumed (Scardamalia & Bereiter, 1987)
when, for example, students engaged in a critical analysis of their actions against
the backdrop of the theory they studied, thereby aiming to generate an alignment
of practice with theory.

6.3 Emotions in teaching-based reflective writing

A dimension of reflective thinking and writing which is often neglected or down-
played in teacher education (cf. Golombek & Doran, 2014) is the verbalizing of emo-
tions (DF10). Compared with video-based learning scenarios that focus on the study
of lessons taught by other (student) teachers, the context of a teaching practicum
and the reflection of self-conducted lessons naturally leads to more emotional as
well as self-reflective responses. When verbalizing emotions students in this study
express both positive and negative feelings in similar quantities. Positive emotions
are reported when students feel confident, excited, enthusiastic and motivated
before actually teaching, proud or happy in response to pupils’ reactions in the
classroom, or relieved and happy after completing the lesson. Negative feelings
are mostly related to nervousness, anxiety, insecurities and stress before or during
certain parts of the lesson. When negative feelings are verbalized with respect to
events in the classroom, it is mostly in connection with challenging situations or
critical incidents.

The idea to let two students hand out all of the material for the individual groups was
not properly thought through on my part. For that reason, | started to get insecure for
a moment, which the students echoed immediately, especially by becoming talkative.
Due to this problematic classroom management, | had to adjust my original schedule.
(Lena_18)

It could be argued that a focus on positive or negative emotions when reflect-
ing on teaching experiences could help students notice relevant teaching events.
Golombek & Doran (2014) argue for an explicit inclusion of feelings in FLTE-related
journal writing as they are “intertwined with cognition and activity as part of the
developmental process of beginning teachers” (2014, p. 110). They can serve as
starting points to reflect upon instructional practices engendered by an emotion and
they can be addressed in mediation with a view to becoming “growth points” for the
individual student teacher (ibid).
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7 Discussion

The investigation of discourse functions in prospective EFL teachers’ reflective
writing gave an insight into how students verbalize their thoughts while reflecting
on lessons taught in their teaching practicum (see Table 2). They can form a basis
for further investigations tracing, for instance, how reflective acts are mutually de-
pendent, how they typically unfold or what they are influenced by. Following calls
to explicitly teach reflective writing in higher-education courses (e.g. Ryan, 2011),
the outlined discourse functions and their linguistic realisations (Table 2) could be
addressed in FLTE-courses when, for example, exemplary reflective texts are studied
or scaffolding is provided in order to develop a shared language of reflection assisting
students in demonstrating discourse competence.

Compared with video-based settings which are normally the focus of investi-
gations on professional vision, it could be shown that guided reflection in teach-
ing-based learning scenarios initiates processes of self-reflection (DF9), the report-
ing of emotions (DF10) as well as knowledge-based reasoning processes according to
students’ ZPD. The unity of cognition, emotion and activity proposed by Golombek
and Doran (2014) is therefore particularly evident in students’ reflections on situat-
ed teaching activity in actual language classrooms. Reflective processes in students’
writing are based on their developing understanding of teaching conceptions and
instructional practices. Research informed by sociocultural theory highlights the
creation of structured mediational spaces (Golombek & Johnson, 2019), in which
students can verbalize their everyday understandings, engage with academic con-
cepts, and receive support from expert others. Students’ implicit or explicit ref-
erences to the co-construction of knowledge amongst students participating in the
practicum, subject teachers as well as teacher educators indicate that the situated
nature of the teaching practicum within a context that integrates school-based
and academically reflected experience, creates the mediational space conducive
to student learning.

Findings also suggest that emotive content emergent in the data is worthwhile
looking at, as it is often related to descriptions of critical incidents. Emotions, for
example as an expression of emotional or cognitive dissonance, might indicate areas
in which further conceptual development may be needed (cf. Golombek & Doran,
2014). For teacher educators, emotive content could help to understand student
teachers’ individual ZPD and to scaffold their teaching experience respectively. It
can be argued that an explicit focus on students’ emotions might support them in
their selective attention to critical incidents and their potential to function as indi-
vidual growth points (cf. Farrell, 2019). Asking students to reflect on their feelings
might even be extended to explicitly encourage them to describe moments during
teaching which they found puzzling, troubling or exciting (cf. Rodgers, 2002).

The concept of professional vision, which has been predominantly used in vid-
eo-based settings, has shown to be applicable also in the context of teaching-based
learning scenarios. Data analysis has revealed that discourse functions like
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explaining, noticing effects, theorizing or hypothesizing are particularly frequent
when students reflect upon critical moments. The noticing-stage, as part of the
idea of professional vision, is therefore central not only when analysing video mate-
rial of lessons taught by others, but also when reflecting upon own lessons taught.
More (empirical) attention should be given to the question as to how these noticing
processes can be supported. Becoming aware of one’s emotions can be one way
of directing students’ reflective processes in order to initiate a meaningful knowl-
edge-based engagement with a particular teaching experience. Reflective writing
would then be more than just a task that needs to be accomplished.

Limitations of the study are concerned with the small size of the sample. As the
study only shares preliminary findings of a larger project, further analytical steps
will be taken and the description of discourse functions will be tested against other
researchers as well as compared with reflective texts from various learning contexts.

There has been much argument about the actual transformative power of re-
flection, questioning to what extent student teachers (re-)construct knowledge by
engaging in reflective writing tasks. More research seems to be necessary in order
to investigate how task design effects their writing, how knowledge telling and
knowledge transformation can be distinguished and how transformative processes
beyond the mere fulfilment of task requirements can be supported. Following more
holistic approaches towards reflection (cf. Farrell, 2018; Gerlach, 2021; Korthagen,
2011) which call for an integration of student teachers’ inner lives, their emotions
and tacitly held assumptions, it seems a promising way to ask students even more
explicitly to recall emotions (F6) and their source, to then describe critical incidents
(F9), or to outline personal aims (F11) in their reflective writing in order to tap into
their more implicit orientations
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Appendix
Reflecting on your SPS-lessons: some guiding questions

1 Observation

1. How did you go about planning the lesson? How did that feel?

2. What sequence did you use and why?

3. Outline briefly the main phases of your lesson (didactic steps, materials, activi-
ties, etc.).
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5.
6.
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What personal aims did you have for your lesson?

How did you feel when teaching the lesson and standing in front of the class?
How did your pupils respond to your teaching (Were they all on task, what prob-
lems did they have, what did they seem to enjoy most/least)?

2 Analysis

1.

w

What did the pupils learn or practice in the lesson? Was there a clear outcome for
them?

Were the aims of your lesson actually achieved?

Was the lesson too easy or too difficult for the pupils?

What worked out well and why? (pupil participation, interest, materials, pair
work, etc.)

. What problems occurred during the lesson? (media, time management, instruc-

tions, etc.)

What were the reasons for particular problems?

What did you learn in the lecture and the seminar about ...? How does that relate
to what you experienced? How does that explain why something went well / not
so well? Please make reference to at least four sources of TEFL literature.

Reflection in the narrower sense / Evaluation / Conclusion

. What did you learn from planning the lesson (work with textbook & extra mate-

rial, preparing content, co-planning, consultation, etc.)?
What did you learn from teaching the lesson?

. What did you take from the advice / feedback you received (fellow students, the

pupils, the teacher, the instructor/mentor)?
If you taught the same lesson again, what exactly would you do differently?

. What are the aspects on which you’d like to focus special attention in future les-

sons (e.g. clearer instructions, more thorough content analysis, better time man-
agement, smoother transitions, address more pupils, increase student-talking-
time, etc.)?

. If this was your second SPS-lesson: What went well this time? Did you make prog-

ress in your effort to plan & teach a lesson? If not, what steps do you wish to take
in order to seriously improve on your weaknesses?
What are you looking forward to in the next lessons you will teach?

The list of guiding questions was compiled and continually adapted by teacher edu-
cators of a FLTE programme at the University of Leipzig (most notably Fiona Hynes
and the author).
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Abstract: Much attention has been dedicated to the professional development of
teachers and how their professional knowledge base is formed in teacher education, but little atten-
tion has been paid to the surface level of such measures, that is the professional language used and
developed within teacher education. The first part of this article presents a definition of professional
teacher language and provides overviews for its contexts and functions in order to conceptualise
its role for teachers’ professional development and its potential for teacher education. To further
illustrate this potential, a cognitive-linguistic perspective is applied to discuss the relationship
of practical teacher knowledge and its verbalisation. This touches on the fundamental question of
what proportion and aspects of teachers’ professional knowledge base can be made explicit through
language and how language can help to form this knowledge base. The second part contextualises
and discusses results from an empirical qualitative study of practitioner teachers’ discussing their
practice in a professional learning group. This illustrates one methodological approach to exploring
how practitioners verbalise their decision making in practice within professional discourse in a pro-
fessional learning community.

Keywords: professional language, professional development, language teaching, strategic knowl-
edge, PCK

Language plays a fundamental role in teachers’ professional development (PD). Much
of what teachers do in order to systematically advance their practice is mediated
through language. Before, after, and around teaching practice, language is - natu-
rally - the foundation for all professional discourse of teachers. It permeates teach-
er education as a tool of acquisition, explication, reflection, communication, and
evaluation. Maybe because it is such a natural, omnipresent tool it has been paid
little attention in teacher education research. Professional teacher language is often
conceptualised as the “surface phenomenon” of what is under investigation in areas
like reflection, professional vision, teacher beliefs, and the professional knowledge
base of teachers using interviews, written texts, and discourse as a basis, all of
which consist of language-mediated data. But as a phenomenon in its own right,
teachers’ professional language and its relevance for teacher education and PD is
under-researched. The aim of this contribution is to put this excellent tool of pro-
fessional language right at the centre of attention and explore its role and functions
for teacher education and the PD of teachers. This is also adequate as language is
already often being used very deliberately and thoughtfully in teacher education,
when formulating tasks, asking questions or it is evaluated critically in reflective
tasks, exams, or seminar papers, and yet is rarely reflected upon itself.
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1 Rationale

Teacher education and PD have both been intensively researched. For this reason,
the initial literature review serves two purposes: firstly, the scarce research litera-
ture on language aspects of teacher education and teaching practice are discussed.
Secondly, connections to major research areas and questions of teacher education
and teaching practice are identified. With a general angle on English language teach-
er education, much research from general educational studies and other subjects is
included. In the main part, a definition of professional teacher language is provided
before the contexts in which teachers use language professionally are discussed.
After sketching where teachers use language, the question as to what purposes such
language use can serve is dealt with. Three figures about the contexts and functions
of professional language are proposed to offer a concise overview of the truly broad
field of focus that opens when looking at professional language use in teacher edu-
cation and the PD of teachers.

2 Literature Review

Professional teacher language is not yet researched in Educational Sciences. Oc-
casionally, it is discussed as a defining feature of the status of professionalism in
teaching, in stark contrast to other professions like medicine (Bryson, 2016). In the
discourse on teacher professionalism in the United Kingdom, professional language is
occasionally mentioned but not defined or researched further. For example, Swann
et al. (2010) list professional language as one of their defining features (Swann
et al., 2010, p. 564). It is also mentioned but not explored further by Pollard (2010).
Carr (2000) only touches on it within a critical appraisal of power play in professional
discourse but does not offer a discussion of professional language either. There are
no chapters with a title relating to professional language in recently published hand-
books on general teacher education or second or foreign language teacher education
(Burns et al., 2009; Loughran & Hamilton, 2016; Walsh & Mann, 2019).

Most educational research that includes an explicit focus on linguistic aspects has
investigated discourse settings as in teacher collaboration (like professional learning
communities, Bausmith and Barry 2011), mentoring and supervision (Copland, 2010;
Donaghue, 2016; Waijnryb, 1994), post-teaching conferences (Knorr, 2015), post-
observation feedback (Copland & Donaghue, 2019), or reflective writing (Knorr, this
issue). But there is hardly an explicit analysis of the language used in those settings
of teacher education. One exception is Hedgcock (2002, 2009), who calls for a “so-
cioliterate approach” (Hedgcock, 2002) acknowledging the fact that novice teachers
need to learn about text genres within teacher education and teaching practice. But,
even for this area, he states that “little research has examined the role of genre
awareness in language teacher development” (Hedgcock, 2009).
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General Linguistics does dedicate research to subject-specific technical languag-
es, analysing the form and role of technical terms within a system-linguistic ap-
proach (cf. Gunnarson, 2016; Roelcke, 2010). Such a system-linguistic perspective
is occasionally used in research on teachers’ professional vision (Seidel et al., 2011),
albeit without discussing the cognitive-linguistic dimension and thus coming to par-
tially problematic conclusions about teachers’ professional skills (cf. Wipperfurth,
2015, p. 73). Other research on professional vision has yielded results on discourse
patterns or the use of different discourse functions (Knorr; Ulicna; both in this
volume). Despite it being called “vision”, professional vision was originally concep-
tualised as the discourse practices of experts and novices in a professional field, in
Goodwin’s case of lawyers and archaeologists (cf. Goodwin, 1994).

The research field of English for Specific Purposes (ESP) offers many insights into
genre pedagogy and its effectiveness in language teaching and literacy education in
the context of ESP (Flowerdew, 2015; Hyland & Shaw, 2016). However, its potential
for language teacher education itself has hardly been discussed (Hiittner et al.,
2009). One exception is Hedgcock and Lee’s (2017) study in which they apply ap-
proaches from ESP to language teacher education and aim for genre awareness in
student teachers. However, Hedgcock (2002) and Hedgcock and Lee (2017) do not
take a cognitive-linguistic view and thus does not explore the relationship between
the linguistic surface level of professional language and the professional knowledge
base that is being verbalised.

The following considerations are based on a cognitive-linguistic perspective on
professional teacher language, discussing the interrelations of professional knowl-
edge and professional language (cf. Roelcke, 2010, p.14). Cognitive Linguistics fo-
cusing on second language classrooms offer insights into cognitive processes during
language acquisition (e.g. Holme, 2012), yet lack a focus on its relevance for teacher
education. This is why, very briefly, relevant research from the field of teacher
cognition (e.g. Borg, 2018; Li, 2019) is considered here. Neuweg (2011) argues that
differences need to be drawn between applied professional knowledge (“Handlung-
swissen”), that is knowledge actually used while teaching on the one hand, and prac-
tice-guiding knowledge (“handlungsleitendes Wissen”), which is used when planning,
reflecting, or communicating about teaching on the other hand. While it is debated
how much of applied professional knowledge can actually be verbalized, Wipper-
furth (2015) suggests applying the iceberg model of communication to professional
discourse: without practice and a deliberate effort, only a certain portion of teach-
ers’ professional knowledge base can be explicated verbally. But by deliberately
developing professional language as a tool to explicate teacher decision making and
by cherishing professional discourse, we can increase the portion of what can be
verbalised and discussed (Wipperfiirth, 2015, p. 83).

As this study focuses on verbalisations of teacher knowledge, the focus lies on
practice-guiding knowledge (Neuweg, 2011). Such practice-guiding knowledge is
what allows for discourse about decision making in teaching. And teachers need
to make many decisions when teaching. There is no current research on this, but
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Borko et al. (1990) speak of 1500 decisions per day. When investigating the such
practice-guiding knowledge, many studies refer to Shulman, who posits that the
professional knowledge base of teachers involves different sources of knowledge or
“categories” (Shulman, 1987, p. 9) of knowledge. His concept of pedagogical content
knowledge (PCK) has inspired intensive academic debate and much research (Kunter
et al., 2009; Park & Oliver, 2008; see Berry et al., 2016, for an overview).

3 Part I: Phenomenology of a Professional Language
of Teachers

As there is no definition of professional language of teachers to date, the present
article wants to present such a definition based on a cognitive-linguistic under-
standing of it. Such a cognitive-linguistic perspective examines the relationship of
professional language and professional teacher knowledge.

3.1 Defining Professional Teacher Language

When teachers use language during teaching practice, their language becomes a tool
and as such it is an expression and result of professional decision making: they make
professionally situated decisions on how they phrase questions, explain a concept,
give feedback, or set tasks. Teaching practice involves intensive online decision
making which, due to its complex and dynamic nature, cannot happen explicitly
(Neuweg, 2011). It is, thus, before or after teaching that teachers can enter a dis-
course about teaching. It is this temporal, spatial, and situational distance from
the necessity to make decisions during classroom practice that allows teachers to
reflect on, explicate, and exchange teaching decisions and experiences. These com-
munications about teaching are what the concept of professional teacher language
focuses on (Box 1).

Box 1 Professional Teacher Language

Professional teacher language is defined as the language teachers use to inform them-
selves, learn, document, plan, evaluate, reflect on, or communicate about teaching and
related teacher decision making. It is a professional language in the sense that it aids
individual acquisition of professional concepts, the reflection of, collegial discourse on,
and further development of teachers’ responsible, effective, and appropriate decision
making in the interest of successful educational and subject-related learning processes
in the teachers’ professional work contexts.

This language might be used in oral, written, or multimodal form as well as in self-re-
ferenced or interactive settings. Professional teacher language thus includes readings,
discussions, presentations, texts, audios and videos which teachers read, participate
in, listen to, view, produce, or view with the aim of furthering their professional deve-
lopment and their teaching practice.
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Figure 1 Contexts of professional language use

The content and aim of such language use can refer to all areas of teachers’
practice. Figure 1 serves the purpose of visualising and distinguishing between those
different contexts of language use of teachers, which are then explained below.
This first step covers the surface level of language use and asks in which context, in
which modes, and with whom teachers communicate about their professional work.

There are five main contexts in which teachers use language professionally: the
core context includes teaching practice within the classroom (1) and the wider
intra professional workspace “inside the teaching profession” (2), which includes,
for example, school conferences, collegial cooperation, or mentoring. One major
source for professional language lies in teacher education and research (3) with
its academic fields of reference like the subject domains, subject-specific teach-
ing methodology, pedagogy, or learning psychology. It is not only the context in
which teachers learn about relevant concepts in the field but also one in which they
acquire profession-specific text genres and discourse skills. The extraprofessional
context (4) includes communicating with lay people, especially parents, while the
interprofessional sphere (5) comprises all communication with professionals from
other domains like psychologists or social workers, for example. The extra- and
interprofessional contexts (4) and (5) are not further discussed in this article.

Within teaching practice (1) language is used as a tool. This form of professional
language use is well researched, also because it is the main and most important
aspect of teacher work, that is teaching practice for the sake of successful instruc-
tion and education. This use of language is called teacher language as a tool or
teacher language within teaching. Due to is pivotal importance, it is an important
point of reference when applying professional teacher language in reflections or
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post-teaching conferences, for example. After all, any measure for the PD of teach-
ers aims at improving the teaching and learning situation.

The second sphere is that inside the teaching profession (2). Physically, this is
typically the school context that teacher practitioners work in. More generally, this
sphere includes all intraprofessional communication about and for teaching. Teach-
ers write and communicate for teaching when reading for, researching, planning,
evaluating, or reflecting on teaching practice. This can be in the form of lesson
plans, syllabi, or teaching journals, when it is carried out in written, monologic
form and with the main aim of writing down one’s own thoughts and making plans
for oneself, which is thus called the self-referenced use of professional teacher
language. All those texts can, of course, become part of collegial exchange and in-
teraction when teachers collaborate with colleagues or serve as mentors for student
or novice teachers.

Interactive communication also includes written forms such as reading or writing
blogs, books, reports, material, or comments, which, due to modern technology,
also allows for multimodal communication using videos, pictures, podcasts, or mul-
timodal social media interaction (Fiitterer et al., 2021), etc. Teachers can be both
readers or authors of such material and thus use language to research for material,
exchange with colleagues, or offer their expertise in the form of reports, teaching
materials, comments, videos, or presentations to a wider audience.

Teaching is a profession that requires a high level of responsibility (Furlong et al.,
2000; Helsper, 2011; Wipperfirth, 2008) as it covers a sensitive area of a functioning
society, that is the education of the younger generations. Such education serves core
societal purposes such as qualification, enculturation, allocation, and integration
(Fend, 2009). As a profession it is consequently characterised by the autonomy of
teachers in their decision making which needs to be based on a professional knowl-
edge base (Furlong et al., 2000). Analogously to doctors or lawyers, teachers thus un-
dergo an intensive teacher education programme which ideally continues in the form

Table 1 Modes and contexts of professional teacher language

Mode Teacher education Teacher PD and practice

Oral Monologic: e.g. presentations Interactive: e.g. planning meetings,
Interactive: e.g. discussions, oral post-teaching conferences
exams, post-teaching conferences

Written Productive: e.g. extensive lesson Productive: e.g. lesson plans, syllabus,
plans, papers, portfolio and reflective  reports
tasks, transcripts, forms Receptive: e.g. academic texts,
Receptive: e.g. academic texts, research reports, lesson plans, blogs
research reports, lesson plans, tasks

Multimodal /  E.g. (multimodal) texts in social E.g. video study clubs, intervision

interactive media and blogs/vlogs, visualised (peer coaching), supervision

presentations, video annotations
and analyses
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of PD and adequate measures throughout their teaching careers. Therefore, the third
sphere of teacher education and research with its academic fields of reference (3) is
a key field of professional discourse and the acquisition of the relevant skills for it.

In order to systematize and give examples for possible forms of professional
teacher language use or discourse, Table 1 a Table 2 give an overview of modes and
contexts of professional teacher language.

Table 2 Contexts of professional teacher language

Collegial - Individual

Evaluative -
Non-evaluative

Descriptive - Formal - Informal

Analytical - Reflective

Collegial Non-evaluative Descriptive Formal

e.g. video study e.g. supervision, e.g. reports e.g. reports,
clubs, post-teaching collegial exchange, certificates
conferences, mentoring, coaching

intervision, planning

co-teaching

Individual Evaluative Analytical Informal

e.g. lesson plans,
certificates, blogs,
teaching journal

e.g. feedback or
assessment in teacher

e.g. action research,
lesson study, diagnosis

e.g. Twitter, blogs,
forums, hallway

education or collegial
feedback

talk, staff room,
telephone, or video
conversations

Reflective

e.g. teaching journal,
tasks in teacher
education
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Figure 2 Examples of using professional teacher language in different contexts
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Figure 2 brings together these examples of professional language use and the
contexts described above and in Figure 1.

3.2 Functions of Professional Teacher Language

According to linguistic research in this field, a professional language in any profes-
sion should be unambiguous, comprehensible, and economical; it should strengthen
professional identity and allow for anonymity (cf. Roelcke, 2010). Through the pro-
cess of communicating about teaching practice, professional knowledge becomes
analysable, reorganisable, and communicable for professional discourse and PD

(cf. Neuweg, 2008, p. 208). Similarly, Freeman and Cazden (2003) and Simons and

Ruijters (2004) describe the role of collegial exchange for awareness raising and

PD, although they do not explicitly refer to the role of professional language and

verbalisation.

Three fundamental assumptions need to be made explicit at this point:

1) Teaching is not about applying rules that will solve the challenges or problems of
teaching (cf. Shulman, 1986) as that would constitute a craft but not a profes-
sion. Teaching is rather about professional decision making within the often con-
flicting requirements of specific teaching situations (Helsper, 2004). As Shulman
wrote, “What distinguishes mere craft from profession is the indeterminacy of
rules when applied to particular cases” (Shulman, 1986, p. 13).

2) As a consequence of this assumption, interested researchers need to position
practitioner teachers as highly valuable informants and partners in research, lis-
tening carefully to their conceptions and interpretations of teaching processes as
well as their weighting of conflicting requirements and the principles and norms
they base their decisions on.

3) Researching teachers’ decision-making processes can, thus, not pursue the aim of
formulating principles that would solve problems of teaching, as teaching will re-
main a complex, often ambiguous field calling for professional judgement rather
than the application of rules. Rather, research can deepen our understanding of
the complexity of professional teacher decision making and allow us to under-
stand what aspects teachers take into account, what they base their evaluation
on, and how they reach decisions they consider appropriate and good for the aim
of successful learning processes and education for their learners.

This is in line with how Shulman defined PCK: “PCK was not to be construed as
‘something’ that teachers had in their heads but was a more dynamic construct
that described the processes that teachers employed when confronted with the
challenge of teaching particular subjects to particular learners in specific settings”
(Shulman, 2015, p. 9). When we analyse the use of professional teacher language it
is this understanding of decision-making processes within the professional practice
of teachers that we seek. During classroom practice, teachers apply this profession-
al knowledge base (‘Handlungswissen’), but it is through language that it becomes
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analysable, reorganisable, and communicable and thus productive for professional
discourse and PD (cf. Neuweg, 2008, p. 208).

3.3 Professional Discourse Within Professional Learning
Communities

Much has been said about the role of critical friends and collegial exchange in profes-
sional teacher development, e.g. for professional learning communities (Bausmith
& Barry, 2011). Gruber et al. (2008) argue that critical friends alone do not suffice;
instead it is the professional experience of those friends that makes the difference.
They analyse the potential of what they call persons in the shadow, which is an
extension of the idea of critical friends. They argue that - on an advanced level of
expertise - only experienced fellow-professionals can give feedback that promotes
PD. This is because they share- an understanding of the problems and only because
of their own advanced level of expertise can they judge where there are mistakes
or room for improvement in other professionals’ practice. It is because they have
experienced the same hurdles and have developed solutions and alternatives that
they can share. At the same time if both professionals share a similar level of exper-
tise, it is also easier to take on new interpretations and alternative practices in their
own professional judgement (cf. Gruber et al., 2008). As previously discussed, such
an exchange between critical friends or persons in the shadow is mediated through
language, that is professional teacher language. At the core of Figure 3 below of the
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Figure 3 Functions of professional teacher language
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functions of professional teacher language stands the treatment of relevant aspects
of teaching - identified “problems” of teaching.

From a cognitive-linguistic perspective, such verbalisations link back to the pro-
fessional knowledge base of teachers: teachers express their knowledge base or use
it to make sense of what they hear or read or view from other teachers or texts
about teaching (arrow at the bottom). Teaching practice is the point of reference for
professional discourse. In their practice, teachers notice and, consequently, inter-
pret relevant aspects of their teaching that can be further explored in professional
discourse (arrow on the right pointing left). At the same time, an enhanced under-
standing or a broader or deeper understanding of those aspects through professional
discourse has the potential to support teachers’ practice (arrow on the right point-
ing right). Finally, it is through the use of professional language when reading and
writing, and in discourse, that (student) teachers acquire and integrate validated
theories and concepts from research in their professional knowledge base (arrows on
top). And lastly, professional language has a social function (prestige, group identity)
and allows for interprofessional discourse (arrows on the left).

4 Part II: Professional Language Use in a Heterogenous
Interactive Setting of Post-teaching Collegial Exchange
Between English as a Foreign Language (EFL)
Practitioner Teachers

In order to listen to teacher practitioners and their perspectives on challenges and
decision-making processes in their actual practice, a special research setting was
created. The aim was to approximate an authentic, situated, and focused use of
professional teacher language by experienced and novice teacher practitioners. The
“learning teacher network” project brought together four experienced and four
novice EFL teachers from secondary schools in urban and rural areas of Greater Mu-
nich, Germany. Of course, there was positive selection in the sense that all of those
teachers were motivated and open to participating in a voluntary, unpaid year-long
project which involved them being filmed and their teaching being discussed by the
group; for some it even involved a two-hour journey for each meeting.

For 12 months, that is in the summer semester of one school year and the winter
semester of the following school year, this group of teachers met 8 times, roughly ev-
ery 6 weeks, to discuss a 10-minute video-recorded sequence of one participant’s EFL
practice so that every teacher had the opportunity to get feedback from and discuss
their teaching with the group. This setting is thus as close as possible to that of pro-
fessional learning communities. Two weeks before each meeting, the participants
were provided with a DVD containing three camera perspectives, a transcript, and
a filled-in questionnaire containing information on the general content and struc-
ture of the lesson, background information on the class, and particular wishes for
feedback from the teacher recorded. They also received a two-page observation
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grid with six guiding questions and introductory guidelines asking them to focus on
observable learning processes and learning outcomes. Two guiding questions asked
for a general evaluation of the sequence and its structure. The other four directed
the teachers’ attention to core elements of EFL like teacher-student interaction,
grammar and vocabulary teaching, adaptations of teacher language, and corrective
feedback. This grid should scaffold and direct discussions towards subject-specific
aspects. The meetings were audio recorded and lasted about 90 minutes, starting
with a short introduction by the teacher recorded, and were not moderated by the
researcher, who was present but remained a passive observer.
The effectiveness of the learning teacher network was meant to be supported by
and allow for the following aspects (cf. Wipperfiirth, 2015, p. 118):
- situated learning through video-taped classroom practice of the participants;
- relevance to their own teaching by discussing their practice;
- focused exchange between colleagues with heterogenous experience (four /high-
ly/ experienced teachers and four novices);
- the communicative situation is familiar to English teachers as they experienced
debriefings or post-teaching conferences during their teacher education
- absence of inhibiting factors like assessment by third parties, e. g. superiors or
teacher educators;
- teachers can experiment with new ideas and understandings in their practice
between each meeting and can discuss their experiences (deliberate practice).

The project was not designed to measure growth in teacher knowledge but to ex-
plore whether teachers can verbalise relevant teacher knowledge in collaborative
settings and to analyse this sample setting of collegial exchange. The situated con-
text of their discourse is particularly relevant as Berry et al. (2016) have called for
“treating PCK essentially as a knowing-to-act that is inherently linked to, and situat-
ed in, the act of teaching within a particular context (Cochran et al., 1993; Hodgen,
2011; Mason, 2008; Petrou & Goulding, 2011)”. Generally, the methodology of the
study discussed here and the study by Knorr (2015) “represent [...] a general shift in
research methodology within the topic of language teacher professionalisation. [...]
While German research has an established tradition of working with retrospective
data elicited through questionnaires or interviews and focusing on the emic perspec-
tive of teachers’ professional identities or their subjective theories, recent studies
are increasingly directed towards praxeological methodology helping to understand
in-situ data, for example from videography” (Heine et al., 2020, p. 231).

93



94

Manuela Schlick

4.1 Verbalised Professional Knowledge Within Professional
Discourse

According to Shulman (1987), there are various categories of teacher knowledge
which include content knowledge (CK), PCK, knowledge of pupils (KofP), knowledge
of contexts (KofC), knowledge of the curriculum (KofCu), and knowledge of edu-
cational ends, purposes, and values, and their philosophical and historical grounds
(KofVal). It is argued here that when investigating teachers’ decision making, it is
more revealing to analyse the various subcategories in which all of the above-men-
tioned categories (CK, PCK, KofP, KofC, KofCu, KofVal) can be represented. These
subcategories are summarised in Table 3 using definitions from Shulman (1986):

Table 3 Forms of teacher knowledge as described in Shulman (1986, pp. 12-13)

Subcategory Short description of subcategories

Case knowledge Prototypes exemplify theoretical principles.
Precedents capture and communicate principles of practice or maxims.
Parables convey norms or values.

Propositional Principles (from “disciplined empirical or philosophical inquiry”)
knowledge Maxims (derived from “practical experience”)

Norms (derived from “moral or ethical reasoning”)
Strategic Deciding for the most appropriate option when two or more conflicting
knowledge options can be chosen in a specific question of teaching: “When strategic

understanding is brought to bear in the examination of rules and cases,
professional judgment [...] is called into play.” (Shulman, 1986, p. 13)

According to Shulman (1987) these “are ‘forms’ in which each of the general
domains or particular categories of knowledge previously discussed - content, ped-
agogy, and curriculum - may be organized” (Shulman, 1987, p. 10). For reasons of
space, the following discussion only focuses on strategic knowledge, which according
to Shulman equals professional judgement as “the hallmark of any learned profes-
sion” (Shulman, 1986, p. 13). Strategic knowledge is understood here as professional
judgement that solves a concrete teaching situation which - for the teacher - causes
a conflict between equally applicable principles, maxims, norms, or cases. It is these
conflicts that make underlying principles, maxims, and norms particularly tangible
and concrete. It is only because those principles are considered important and rele-
vant that strategic knowledge comes into play in the first place (Wipperfurth, 2015,
p. 56).

How practitioner teachers verbalise strategic knowledge was researched in the
“learning teacher network” project (Wipperfiirth, 2015). For analysing the verbal-
ized strategic knowledge, all verbalisions of professional teacher knowledge is treat-
ed as one entity. This is based on the fact that the teachers viewed their discussions
as very open and stated in the individual interviews, conducted after the project
end, that they did not hold back with opposing views or criticism and appreciated
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critical comments from the others. As argued above, colleagues can serve as “per-
sons in the shadow” (Gruber et al., 2008) having a high level of shared understand-
ing. Indeed, the participants agreed that the level of mutual understanding and the
effectiveness of communication was very high (Wipperfurth, 2015, p. 161).

Every subject has areas that are particularly challenging for practitioners as they
are complex and often create situations that cause a conflict between equally appli-
cable principles, maxims, norms, or cases. These situations require teachers to apply
strategic knowledge. A summary of principles of instructed language learning is pro-
vided in Ellis and Shintani (2014). To select one relevant example within the network
project, the particular teaching setting was considered: German EFL classrooms are
characterised by a rather homogenous group of learners and teachers that are pre-
dominantly non-native speakers and share the main language of education with their
learners. Consequently, one area that requires strategic knowledge is opened by the
question of target language use, especially with beginning learners. The underlying
challenge can be described as follows: how can we teach a language through the
language when the learners still have low proficiency in it? (cf. Butzkamm, 1993)

All network meetings were audiorecorded, transcribed and analysed using sum-
marizing qualitative content analysis (Mayring, 2014). The following summary com-
bines discussions from five sessions in which the participants discussed the issue
(cf. Wipperfurth, 2015, pp. 246-250). In total, 31 codings were identified for the
aspects of monolingual spoken classroom interaction and language use in group
speaking tasks in the eight network meetings. The following rule was applied for
coding passages as “strategic knowledge”: all passages, in which teachers discussed
solutions for conflicts in teaching situations, if previously they had identified two or
more conflicting principles, maxims, norms, or cases that could be applied to justi-
fy a teaching decision. After paraphrasing and summarising (Mayring, 2014, p. 10),

Table 4 Examples for strategic knowledge for monolingual EFL teaching with beginning learners

Conflicting principles, maxims, norms,
or cases

Strategic knowledge

Learners’ desire to communicate effectively
with each other (normally in their L1) &
maximum degree of relevant use of target
language in pair or group work

Careful task design;

Sufficient amount of previous language and
content scaffolding;

Monitoring pair and group work

Learners’ lack of linguistic means to express
themselves correctly in the target language
and a resulting high level of mistakes and
errors <> aiming for accuracy in L2 input

Planning for and clearly marking accuracy-
based and fluency-based activities;
Cultivating a positive and constructive
attitude towards errors and mistakes

Codeswitching by learners in classroom
interaction because of lack of linguistic
means <> classroom interaction as valuable L2
communication

Teach classroom phrases early and extensively;
Establish routines and rules for target
language use early;

Use non-verbal communication to remind
learners of target language use
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16 verbalisations of strategic knowledge were identified out of which three examples
are summarized in Table 4.

To first identify the conflicting principles, maxims, or norms, or cases (as defining
strategic knowledge), all EFL-specific areas mentioned within these codings were
identified and are summarised in the following. The participants discussed consider-
ations around questions of lesson planning, task design, task authenticity, task com-
plexity, relevance, instruction giving, monitoring pair and group work, code-switch-
ing by learners, treatment of errors and mistakes, accuracy- and fluency-based
activities, adaptations of teacher language, the quality of teacher questions, the
importance of language and content scaffolding, the proficiency level and age of
the learners, using non-verbal teacher communication, expectations of learners,
and last but not least, classroom management. One indicator that monolingual EFL
teaching is particularly relevant for strategic teacher knowledge is the high number
of interrelated areas of EFL that the participants discuss in relation to monolingual
teaching. As a baseline, all participants agreed on various occasions that using as
much English as possible requires a high degree of attention and discipline on the
part of the teacher both, during lesson planning and teaching. This is another in-
dicator that monolingual EFL teaching is particularly relevant for strategic teacher
knowledge.

To shed more light on normative considerations within the participants’ strategic
reasoning, metaphoric use of language as analysed. Two participants stated that
they discipline themselves to not “slip back into German” or “fall back on German”.
Both expressions use the metaphoric space of up and down, which is often related
to a positive (up) or negative (down) evaluation (cf. Lakoff & Mark, 2003).

For reasons of space, it was not possible to include a more extensive discussion
of this example of professional discourse around strategic knowledge, analysed in
more detail in Wipperfirth (2015). Still, the EFL-specific example of monolingual
teaching illustrates the potential of looking at the forms of professional knowledge
(cf. Table 3) as a valuable extension to previous discussions focusing rather on the
categories of professional knowledge (CK, PCK, etc.). What could also be briefly
illustrated was that analysing verbalisations of conflict in teacher decision making,
and analysing the interconnected considerations of teachers as well as analysing
metaphoric language use, are possible methods to take a cognitive-linguistic per-
spective on professional teacher discourse.

5 Conclusion

There is great potential in acknowledging professional language as a powerful instru-
ment of PD to expand discussions of teacher professionalism, teacher education, col-
laboration, and development. It needs to be stressed that despite a lack of explicit
examination of professional teacher language, there is an extensive, ever-growing
field of research on moments, contexts, and the efficacy of measures of teacher
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education and teachers’ PD where professional language is, of course, being used.
This research is naturally and necessarily language-mediated as we cannot directly
research teachers’ decision-making processes but have to rely on observations or
forms of expressing such processes in oral or written texts. Conceptualising and
researching professional teacher language is thus both a supplementary reflection
on previous research and a starting point for a more language-sensitive approach to
teacher education and research.

This article has argued that a stronger focus on the use of language has potential
to improve teacher education and PD. Especially professional learning communities
can be framed as effective settings to cherish “reflective best practice in dialogue”
(Wipperfirth, 2016). As Gunnarsson (2016) highlights, the focus on a more complex
view of professional communication also opens up a whole range of research foci
and methodological approaches.

As language pervades almost all processes of teacher education, teaching prac-
tice, and much of teacher development, it is time to move this aspect into the lime-
light. A language-sensitive approach to teachers’ PD and related research can help
establish focused and efficient professional communities of practice and research.
Further studies can explore when, how, what for, and with whom language teachers
use professional teacher language in different school contexts and research pro-
cesses and stages of acquisition of professional language within teacher education.
This can help probing ways of scaffolding the acquisition of professional discourse
skills and language. Following a cognitive-linguistic perspective, researching pro-
cesses and stages of acquiring both professional concepts and language for teacher
education offer still open research fields. It would be desirable to examine the role
of technical terms more critically for different participants and phases of teacher
education. To that end research needs to explore and validate methods for analysing
professional language use and its relation to the acquisition of professional concepts
and professional knowledge. Different contexts can be analysed for their likelihood
to promote or inhibit focused professional discourse. Taken all together, looking
at teachers’ professional language use and acquisition processes of professional
language and discourse skills can inform a language-sensitive approach to teacher
education.
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