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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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4 Methods 47

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.




48

Miroslav Janik, Eva Minarikova, Tomas Janik, Zuzana Jurikova

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
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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).



