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ABSTRACT: Teacher education has a long tradition of prescriptive curriculum-based and
skills-centered models that convey simplistic conceptualisations of teacher learning. Only
recently, this trend has shifted towards promoting teachers' agency in their own professional
development. In this work, we reflected on the challenges faced while building one
partnership based on teachers' inquiry during and over the pandemic. The intervention was
targeted to promote classroom dialogue and should have employed the use of video
recordings to capture and analyze teachers' practice. The main point addressed here was the
teachers' tacit rejection of the video recording and the building of a new tool. Moreover, the
cordial culture among teachers and researchers did not offer space for critical reflection on
practice. Overall, despite the school leadership being willing and committed to the
programme, the implementation revealed how the schooling system does not value or create
conditions for TPD.
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Introduction: forms of delivering professional development and classroom dialogue

In the past, teacher education was strongly based on prescriptive curriculum-based and skills-
based models and consisted of discrete activities such as workshops, lectures and training
courses (Clarke & Hollingsworth, 2002; Desimone, 2009; Saviani, 2009), in which simplistic
conceptualisations of teacher learning were used (Opfer & Pedder, 2011). For instance,
believing in unidirectional and causal effects, many programmes have attempted to change
teachers’ beliefs in hopes that these changes would transform classroom practices (Clarke &
Hollingsworth, 2002). Only recently has this trend shifted towards promoting teachers’
agency in their own professional development (PD), although managerialism and control in
public policies have also increased (Parr, 2004; Wells, 1999).

Researchers have acknowledged teaching as a complex activity. Accordingly, teacher
professional development (TPD) has been viewed as encompassing multidirectional and
multicausal processes that involve learning (Opfer & Pedder, 2011). This understanding
frames learning as interactive and embedded in social events teachers’ professional lives and
working conditions (Desimone, 2009; Opfer & Pedder, 2011; Putnam & Borko, 2000). As a
result, PD programmes have been considering teachers as active learners that lead their
growth through reflective participation (Clarke & Hollingsworth, 2002). However, the
implementation of such an approach is far from being easy and unproblematic.

The aim of this work is to consider the challenges faced when implementing a school-
based participatory TPD programme for dialogue. Employing cultural-historical activity
theory as a theoretical framework for formative interventions, we discuss some of the reasons
for the partial failure in changing the ways in which teachers engaged in the programme. For
instance, we focus on materiality which is necessary to frame and deeply analyze classroom

dialogue as a formative tool.

Features of active and participatory TPD programmes
All effective TPD programmes adhere to the main messages from the literature: the

focus on reflective inquiry into teachers' practice (Desimone, 2009; Guzméan & Larrain,
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2021). This strategy is partly grounded on Schon’s (1983) notion of ‘reflective practice’, in
which teachers become aware of their knowledge and assumptions, carry out collective
studies and try new actions while building new understandings (Finlay, 2008). Other
programme features are active learning, collective participation, long duration, feedback on
class planning and coherence with teachers’ contexts (Desimone, 2009; Wilkinson et al.,
2017).

Within this context, collaborative action research has become popular. This is an
approach for addressing immediate problems in school through context-driven inquiry and
generation of knowledge (Clark et al., 1996; Wells, 2011). Mercer (1995) explained that, in
such an inquiry process, a teacher “takes on the reflexive role of a researcher of their own
practice” (p. 119), gaining critical and theoretical insight and becoming able to act
consciously in their actual situation. The process is said to be ‘collaborative’ when done with
other teachers and/or researchers during regular meetings (Frost, 1995; Wells, 2011). When
an academic researcher is involved as a facilitator, it may also be labeled a university-school
or teacher-researcher partnership (Grau et al., 2015; Nilsson, 2008) or even a research
partnership (Hennessy et al., 2011).

While action research is considered authorial and reasonably independent, in more
controlled teacher-researcher partnerships, the guidelines for teachers’ reflection and action
are defined by the external researcher. As such, it is important to recognise the issue of
researcher control and differential power exerted by the participants.

In participatory TPD, both practitioners and researchers contribute with their expertise
when they jointly frame the problem, analyze recorded data, investigate the issue
theoretically, and propose and trial solutions (‘formative intervention’ in Engestrom, 2011).
This approach involves analysis of personal practices through self or observer examination
that comprise productive learning experiences (Desimone, 2009; Dillon, 1994; Putnam &
Borko, 2000). The strength lies mainly in the exchanges of skills and knowledge among
participants, in a space where teachers can have opportunities to theorize their teaching while
enhancing expert thinking about real classroom practices (Hardman, 2008; Hargreaves et al.,

2003). In an open context like that, teachers may think through new ideas, try out new
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practices, get feedback, and refine their practice (Smith et al., 2004), while increasing their
sense of ownership of the professional development process (Mroz et al., 2000).

Aiming at scalability and autonomy, many TPD approaches have been constructed
under the notion of professional learning communities (PLCs). In a few words, these
communities are about committed educators who meet regularly at school to work
collaboratively with the aim of improving teaching-learning and assessing their practice using
formative data (Brown et al., 2018). The term community points to the interpersonal
relationships among members as there is the vision of establishing shared power and
collective decision making (Nkengbeza & Heystek, 2017). Overall, two main formative
processes are addressed during the meetings; collective learning and shared personal practices
(Ning et al., 2015). While the former emphasizes teachers' professional advancement targeted
at best teaching strategies, the latter offers opportunities for teachers to participate in activities
such as peer coaching, classroom observations, inquiry and discussions. Many factors may
impact the effectiveness of this approach, such as time and budget limitations, the
development of relationships and roles with motivated, open, friendly participants, and

ownership and accountability (Elliott, 2005; Grau et al., 2015).

Video recordings as a reflective tool

Much recent research has recommended the use of video recordings of lessons as a
means of promoting critical reflection on practice (Borko et al., 2008; Coles, 2013; Groschner
et al., 2015; Hennessy & Davies, 2020; Reznitskaya & Wilkinson, 2020; Smith et al., 2004).
Examining videos from a teacher’s own lesson has proved itself a powerful tool to promote
‘reflection-on-action’ (Borko et al., 2008). The analysis of lesson recordings helps teachers
notice and interpret classroom interactions by making the indicators and issues accountable
(Borko et al., 2008; Wells, 2011).

However, examining video episodes does not always lead directly to gaining new
insights on practice -- even when this occurs, it may not result in improved practice (Brophy,
2004 cited in Borko et al., 2008). The ability to notice and interpret events in classroom

lessons can be taught to teachers. For instance, teachers can get better at noticing, shifting the
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attention from what they were doing to what the students were saying and thinking, and
making fewer judgmental comments and more interpretative ones (Sherin & van Es, 2008;
van Es & Sherin, 2002).

Depending on design and teacher willingness, reflective and collective analysis can occur
exclusively between teacher and researcher during a kind of interview (Sedova et al., 2016) or
involving the collaboration of other participants (Kiemer et al., 2014). In both cases, the video
clips were collaboratively analyzed, focusing on specific issues. More recently, TPD
programmes have proposed that teachers do the video inquiry on their own or through their

school team (Calcagni, 2020; Kershner et al., 2020).

Research on classroom dialogue

Nowadays, there is a consolidated research area known as classroom dialogue or
dialogic teaching that relates features of discursive interaction that foster learning (Resnick,
Asterhan, & Clarke, 2015). For instance, open questions, participating in collective
reasoning, and avoiding sharp evaluations are considered productive forms of interaction.
This educational research can be traced back to the 1970s, initially employing quantitative
methods based on systematic observations and codification. At this time, it was identified that
the most common feature in any classroom dialogue is a triadic sequence referred to as
initiation, response and feedback or evaluation (IRF or IRE — Mehan, 1979; Sinclair &
Coulthard, 1975). Surely, the availability of audio recording and digital technology has
boosted the way researchers can collect and analyze discursive data.

Regarding interventionist research, in which teachers are trained to implement new
forms of interaction, the results are promising. Many studies have found that teachers can
change their communication approach with students towards a more dialogic nature (Gillies,
2015; Lyle, 2008; Sedova, Svaricek, et al., 2014; Wells, 2011). Evidence suggests that
dialogic teaching can improve pupil outcomes such as knowledge gains and participation
(Howe et al., 2019; Sedova et al, 2019).

Despite not having a systematic characterization of classroom activity in Brazilian

schools, it might be said that it still follows a teacher- and content-centered approach. Paulo
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Freire (2005) named this monologic form of education as 'banking model', and, since then,
many scholars have seconded him in the context of historical studies and critical theory (Ledo,
1999; Rosa & Rosa, 2007). Discursively, the teacher's acts are to make 'knowledge deposits'
in students’ minds, who receive, memorize, and repeat.

In fact, findings obtained from teachers' interviews revealed some details of this
scenery. For example, there is a lack of inquiry activities, the curriculum organization is
closely tied to pre-established scripts, and the teaching common practice is lecturing to
knowledge transmission (Maluf, 2000; Rosa et al., 2007). One may expect that a wide survey
on classroom dialogue would find similar results as in Newton et al. (1999); the predominance
of teacher exposition and the scarcity of open discussions.

Taking the relevance of productive classroom dialogue in promoting learning, the
rationale behind this study is to understand the difficulties (barriers) of implementing a talk-
intensive approach to teaching and learning in the Brazilian context. To do so, a TPD
programme was conducted and its outcomes in relation to teachers' engagement is the focus of

this paper

Methodology

Research context

As said above, this work analyses some aspects of an interventionist project carried
out in a municipal public school through a researchers-teachers partnership. The aim was to
promote a school-based TPD for dialogue. Teachers were invited to take their own classroom
practice as an object of inquiry, focusing on improving classroom dialogue through dialogic
strategies. Video recordings of the lessons and collective discussion around them were
assumed by the researchers as a central tool. As proposed by Moyles el al., (2003) video-
stimulated reflective dialogue is seen as a tool for both professional development strategy and
research.

Considering the Brazilian context, in which lesson recording and collective analysis is
not a typical activity, the project intended ato build a professional learning community that

could sustainable. Thus, the implementation would create a comfortable and respectful
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environment for the video analysis to happen, seeking to overcome fear and estrangement due
to the video recordings. To build a culture of mutual respect and responsibility, the
researchers defined a set of guidelines that should mediate their interactions with teachers: (i)
to respect and value teachers’ voices while balancing participants’ perspectives and priorities;
(i1) to guarantee comfort and security for teachers’ contributions while offering support and
constructive criticism; and (ii1) to promote a group discussion in which ideas can emerge,

circulate, and align with participants’ perspectives (Hennessy et al., 2011).

Theoretical framework

The analysis we develop here is grounded on Cultural-historical Activity Theory (CHAT),
which is a fertile framework to approach teacher education and its “persistent challenges and
unanswered questions” (Anderson & Stillman, 2013, p. 13). It is worth noting that CHAT
does not stand for one single or consensual theory. Rather, emphasis in diverse theoretical and
methodological aspects has been given by researchers in order to grasp a myriad of research
problems in education, philosophy, psychology, anthropology, social movements among
many others. Understanding CHAT as a project in continual development, what comes next is
a small part of such theory in which we situate ourselves (and help to develop it) to analyze
the complexities of building communities for learning in teacher education.

In a nutshell, CHAT provides tools to conceptualize human actions (and evidently,
activities) not individualistically, but as part of a complex system that is concretely situated,
historically formed and future-oriented. Subjects are continuously and collaboratively
changing the world, relying on cultural tools that become increasingly complex throughout
human history (Stetsenko, 2017). Activity, as such a collaborative process “is at the origin and
is formative of everything that is human in humans, including their psychological subjective
processes and the knowledge produced by them." (Stetsenko, 2008, p. 483).

CHAT is known for its emphasis on the object-oriented nature of human activity.
Primarily, in this context, the object of an activity is not simply an entity that exists in reality
by itself. On the contrary, objects are uninterruptedly being produced by subjects through

joint-activities, pursuing common goals and projects. In this sense, objects might be “sources
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of attention, motivation, effort, and meaning” (Engestrom, 2008, p. 3) and synthesize toward
what activity is directed.

When analyzing teachers' actions within the TPD, it is mandatory to take into account
that any training programme is included in a category of courses that carries the potential but
also the tensions and contradictions accumulated historically. The action of a teacher within
our programme is inevitably beyond this specific course. It is related and constrained to their
activity within the school, to the group of teachers in relation to other programmes in which
they participated, and to the structure of the school and so on.

Engestrom’s (2015) formulation of CHAT introduces a triangular schema to depict
‘what is going on’ in a human acitvity; that is, the material and social-cultural conditions, the

tools and subjects involved in the joint/coordinated actions toward an object/outcome (Figure

).

Instruments

0 Object —» Outcome

.I. ‘\ 1 /’/'
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Rules Community Division of labour

Figure 1: The structure of human activity (Engestrom, 2015).

This model highlights that the relationship between subject-object within a community
can only be understood as part of a system permeated by mediating tools (accumulating
human experience and becoming means for action); collective traditions, values and rules; and
submitted to the division of labor (expressing power relations). Importantly, the triangular
schema itself does not coincide with the analysis, nor does it undoubtedly lead to the research

conclusion. Quite on the contrary, the schema is significant only to the extent it can operate
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the unity of analysis, whose developmental change is an “immanent feature of a system rather
than in terms of externally produced cause-effect relations." (Roth, 2020, p. 20).

No less important, when taking CHAT as framework, the emphasis on the collective
nature of human activity should not obfuscate the agentive role of individuals in the
transformation of social practices, as “each individual acts from a unique socio-historical
position (standpoint) and with a unique commitment (endpoint), though always coordinated
and aligned with the social projects/practices to which this commitment contributes."
(Stetsenko, 2013, p. 15). In this perspective, individuals are not merely “situated in the world”
(Stetsenko, 2017, p. 247) as passive entities just in the process of adaptation, nor the social (or
collectivity) is a mere collection of isolated individuals or ahistorical (given) structure to
which individuals must fit in. Individual and collective dimensions are not in rigid opposition:
human subjectivity and other human potentials are the “achievement of [...] togetherness.”
(Stetsenko, 2020, p. 6). This is particular important when we are intended to build a
professional learning community.

From that, considering our purposes here, relaying on CHAT allows us to:

Describe the activity of teacher professional development, as the unity of analysis;

- Identify the interrelationships among multiple subjects and their actions;

- Identify elements from other activities that may affect teachers’ engagement;

- Re-design elements of traditional TPD programmes towards a more participatory,
active and reflexive nature;

- Diagnose the agentive role of the participants in the TPD;

- Analyze the outcomes of the implementation of the TPD programme contending “new

and unsual” features.

Research design and data
The one-year programme comprised eight meetings led by researchers and held in a
countryside public school in Santa Catarina. Having all teachers available for the meetings

caused demands for the system; for instance, the students were sent back to their homes, and
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parents noticed beforehand. The group of around twenty teachers did not keep constant over
time. We started the PD during the pandemic; when five online meetings facilitated the
agreement around the agenda and reduced the costs of visits. However, the interpersonal
relationships were colder and did not contribute to building a trustworthy community. The
other three in-presence meetings were more productive.

The first meetings aimed to establish the grounds of dialogic teaching and presented
some strategies to organise and orchestrate whole-class discussions. The main goal was to
construct the view that dialogue is a teaching tool that can be operationalised and mastered.
As the programme developed, the meetings were intended to be reflective discussions where
teachers have opportunities to theorise their teaching, analyse their practice and express their
voices. Below, we see that such an expectation was not realised.

The data comes from interviews (three teachers and the school leadership) and the
collective discussion in the final TPD meeting when it was proposed to reflect upon the

obstacles faced over the intervention.

Results and Discussion

Viewing TPD through the activity system lens
Traditional Teacher Professional Development: prescribed structure and passive learning

Traditional TPD wusually employs lectures or short-term workshops held in
auditoriums; they are cross-school big and events structured by the secretary of education.
Teachers from different schools attend the same training course, which the guidelines,
processes and tasks were defined externally. In general, models of teaching that have little
relationship with the concrete reality of these teachers or schools are presented and
discussed. There is a tendency toward managerialist approaches to professional development,
intended to address the needs perceived by bureaucrats including: (i) content and practices
that are closely tied to existing student learning outcomes; (ii) an increased (and narrower)
focus on “practical matters”; and (iii) the tailoring of programmes to satisty requirements for
greater accountability in teacher learning. (Parr, 2004)

Such a traditional approach to developing teachers’ practices (object) can be framed

as an activity system with the following features (Figure 2): teachers (subjects) are submitted

to rules controlled by the secretary of education in closed programmes much based on
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lecturing, theories, curricular materials and official documents (instruments). Although the
community is constituted by the teachers, tutors, school leadership, and municipal managers,
the division of labor is hierarchical and vertical, making little room for teachers’ agency and
voice.

presentations, theories,

curricular materials,
official documents

£y

Teachers @ 4————t——» Q teachers’ practice

A

controlled by the © >0 = » 0 bi hical

secretary of education; teachers, tutors, rerarciicat,
. i . vertical

closed programme; school leadership,

voicelessness municipal managers

Figure 2: Activity system of traditional TPD.

This approach reinforces passivity, ready-made products to be applied, context-
independent solutions, poor theorization and reflection about the implementation of strategies.

Teachers are seen as technicians in the service of implementation.

Participatory Teacher Professional Development: reflexive practice based on learning
communities

Recent conceptualizations of teacher education have been posing teachers as
autonomous and agentic professionals who are encouraged to engage in collaborative forms
of teacher-led professional learning (Sachs, 2016). In its turn, a participatory TPD programme
based on action research, reflexive practice and learning communities might present different

features when framed as an activity system (Figure 3).
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Figure 3: Activity system of participatory TPD.

In this approach, there are some changes in the mediations between teachers (subjects)
and their developing discursive practices (object). Firstly, they are submitted to different rules
as the programme is open, multivoicedness, and some rules controlled by the participants. The
community changes dialectically with the division of labor that is now non-hierarchical and
more horizontal, since researchers are no more tutors of the teachers. There is a clear change
in the instruments employed. Instead of providing booklets with some educational theories or
strategies, the mediating tool to develop teachers’ discursive practices would be video lessons
recordings and reflexive essays.

As a result in the implementation of the programme, instruments, rules and division of
labor were formally addressed and tackled. For example, in the first TPD meeting some
guidelines to promote participants' contributions and encourage horizontal interactions were
presented and discussed. It was explicitly said that the expectation was the emergence of
teachers' voices and decisions based on mutual respect and productive criticism. In the

following section, we analyze how the programme took the course.
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The activity inertia

Over the first six PD meetings, the teachers did not engage as expected. They did not
produce any of the proposed activities based on the programme instruments. They tacitly
rejected the video recording as they haven't arranged a date to do so. We say 'tacitly' because
there has never been a strong or direct objection. Even an audio recording from their own cell
phones was not a solution as only two out of twenty teachers did it. They did not write the
reflective essays as well. Moreover, the teachers chose to remain in a silent position, as their
voices did not appear and there were no incoming ideas when they were invited to re-
elaborate the proposals or discuss the issue and obstacles they were facing. Consequently, and
to a large extent, the original activity (in the way it was planned by the researchers, who also
imagined it would be fully adopted by the teachers, taking into account the initial discussion
on the importance of the video and the rules for the community) was paralyzed.

The use of the term ‘paralyzed’ is to indicate that the researchers deliberately did not
impose structured classroom tasks when the teachers did not offer solutions or alternative
forms of collecting evidence from their own practices to nurture the discussion within the
community. Neither the traditional nor the participatory approach was realized and therefore
we ended up with a activity without a clear or well-framed object. Over the meetings (one per
month), we still provided elements of dialogic teaching and productive interaction while
discussing their trials in the classrooms. Most of them were able to comment on what they did
and how the classroom discussion develop, but the recaps were always very superficial and
anecdotal.

The openness of the programme - a novelty for many of them - did not necessarily
lead the teachers to take over the production of data and the analysis of their own practices.

The lack of prescription and structure may have been contradictory:

I felt like that..., the headteacher asked me 'Didn't you record it, Ed?', 'Well...
I don't know... it was open'. If I had been told ‘Go there and do it’, I would
have done it... If you wanted to record my lesson, that was fine! I think that
when it's too open, people don’t do it. (Ed, teacher).
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The transformation of the activity from prescribed to participatory did not happen; at
least not in the way it was previously designed. In CHAT terms, researchers and teachers
were directed toward different objects. While researchers’ object was to provide teachers with
the tools to analyze their own practices, teachers’ object was to understand and/or find

meaning in what they were supposed to do:

So, in my case, I teach in the early years, and I have two classes. Do I have
to do the activity with both classes or can I choose one class? Do I have to
do the activity with both classes? (Marcia, teacher).

And also to figure out how the recording would fit in their everyday routine, as one

more task they should do - recording for its own sake, instead as a tool that would serve to the

activity of looking into their own practice:

“We are already very busy..., now I'll have to stop, record and evaluate
myself. Recording is another task, I already have so many things to do and
now they will evaluate me” (Clare, teacher).

Although the new rules were uttered and written in the slides, and despite the
researchers’ efforts to provide a glimpse of the new activity (for example, by showing their
own videos, recorded when conducting dialogical sessions with students), most of the tacit
rules of the established culture guided the participants.

Quite important is the fact that these new rules were under-explored by the
researchers; the result is that the simple mention did not promote news modes of participation.
Considering that the researchers’ object was to provide teachers with the video as a tool, too
much attention was given to the uses of the video instead of taking it as an emergent tool for a
solution of a specific problem and not as an object in itself. The focus should have been on
creating possibilities for the video-recording and not simply assuming that its instrumental
nature is universal and would be immediately appropriated by the teachers.

What follows is that the video recording was never tested once the teachers silently
opposed it. Besides being taken as a task for its own sake, contrary to the expectations of the

researchers, video recording was assumed by the teachers as invasive and responsible for
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leading the pupils to behave differently in comparison when there was no camera in the
classroom. Moreover, some teachers noted that they do not like to watch and listen to
themselves, while others expressed concerns about the use of the video for other purposes

than the original.

Power, agency and collaboration in TPD activity

Power relations and traditional top-down hierarchies do not easily go away by simply
assuming they vanished when new forms of interactions were locally proposed by the
researchers. Such structures are well-established and pervasive in different scales of space and
time in our society, meaning that they are historically formed, full of tensions, and permeate
many aspects of our lives beyond the school activities. In this sense, many participants have
expressed some sort of unveiled pressure to be part of the program, despite the fact that it was,
from the very beginning, relatively open and voluntary, and that the headteacher consciously
withdrew herself from the meetings in order to make teachers more comfortable.

Equally important, the participatory approach collided with the culture of lack of
collaboration that exists in schools. When addressing the collective and collaborative work,
one teachers doubted that it would be productive:

it's not possible with everyone, right...? Not everyone has this openness, for
some teachers, 'the minimum work, the better; [...] There is no space, there
is no structure, there is no sharing moment; It is she on her discipline, it is
me on mine. (Marlene, teacher).

Another teacher went through the same reflection when related to the offer and
reception of criticism,

if it [classroom practice] was very wrong, I wouldn't say it's wrong, but give
suggestions, exchange ideas..., of course, it's a dialogue, but it depends on
how the person receives this suggestion, is that person open to suggestions?
(Marcia, teacher).

In addition, structural conditions such as the reduction of teachers' salaries, the lack of
implications in the career, no time for research, and non-face-to-face meetings during the
pandemic might have compromised the engagement as well.
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It is hard to provide a comprehensive analysis about teachers’ agency, but it is quite
relevant to point out that the very same teachers continuously participate in traditional TPD
programmes, which means that they attend the meetings and perform the required tasks. It is
true that this happens because of the top-down nature of such activities. But in the context of
our research, refusing to use the video recording is not necessarily due to the lack of structure
or top-down command. It is also the expression that teachers can be agentive: to be silent, to
doubt, to tacitly eschew some task is not immediately passivity or lack of motivation, but it is
an action that meets some purpose. More importantly, agency is not an inherent property of
individuals, nor does it come in a finished form. On the contrary, agency should be developed
within collaborative practices (Stetsenko, 2020). This is the objective of a participatory TPD
programme: to create spaces for teachers' agency, which appeared in a productive way at the

end of the intervention.

The activity rebuilt: the materiality of the discursive interaction

In the seventh meeting, when the researchers addressed the recording issue more
straightforwardly; the collective discussion brought up a possible solution for collecting
classroom data, the use of peer observation (mentioned by one of the researchers). Of the
group of twenty teachers, twelve of them agreed to be arranged in pairs and follow an 4-page
observational protocol. It required two other meetings to pilot the new research and formative
tool and more than one month for the group and school leadership to organize themselves to
run the peer observation.

This strategy allowed the activity to move towards a participatory nature. However,
instead of having a large group discussion as planned, the reflexive dialogue based on real
classroom data from teachers' practice happened between the pairs. They commented about
the kinds of interaction that emerged providing examples and pointed to each other what one
could have done differently. While Figure 4 shows qualitative data regarding the teachers' and
students' discursive interaction, Figure 5 displays a quantitative approach employing the
counts and frequencies of the use of some specific talk moves (Michaels & O’Connor, 2015).

Finally, each observer wrote suggestions to the observed teacher, which signals some
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GLAUKS

reflection .

Interacdo: circular as ocorréncias a cada intervalo de tempo de 2 minutos

0:00 - 2:00 2:00 - 4:00 4:00 - 6:00

Prof. Pergunta Fechada rof. Pergunta Fechada W

Prof. Prof. Pergunta Aberta ) [\_Prof. Pergunta Aberta Prof. Pergunta Aberta
{_Prof. Corrige o Aluno ) | Prof. Corrige o Aluno Prof. Corrige o Aluno

Aluno Resposta Curta Aluno Resposta Curta Aluno Resposta Curta
_\\—_’/
luno Resposta Longa luno Resposta Longa @

Aluno
\ Aluno Contribui Aluno Contribui éluno Contribui »
Aluno Pergunta Aluno Pergunta ) Aluno Pergunta

Exemplos: escrever aproximadamente a fala do professor

Prof. Pergunta Fechada - Professor faz uma pergunta fechada, simples, superficial
‘Comg se falol SUpepwercodo -em ingcéj? 3
Prof. Pergunta Aberta - Profe:‘.sor faz uma pergunta aberta, complexa, profunda

. o ,
@gggls 4500 Q\gg'ngﬁ dgg COI504 QQQ X\ 5tey ©m ‘;Q‘r\‘

Prof. Corrige o Aluno - Professor corrige uma resposta do aluno

B biz\cjlu\mr e quomcfo t 2yn0s o\ﬁ:)emos TR 3(xJ\e|to
¢ A

A1l

Aluno Resposta Curta - Aluno responde a uma pergunta de modo simples e curto: 3 palavras
W
' 5(16{)er\moxK et

Aluno Resposta Longa - Aluno responde a uma pergunta de modo /engo: +5 palavras

Mo s permercado padorin 2scola, (3r ¢jo procg o

Aluno Contribui - Aluno contribui para a aula sem haver uma pergunta feita pelo professor

"t descabyi faz QQUCO 12MAD QUL tem ote mdsel.

Aluno Pergunta - Aluno faz uma pergunta v

1 i A - T \\7
Ter em mf])lP,S O evro hove"!
(

Figura 4: Observational protocol filled in by a participating teacher (qualitative).
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GLAUKS

Observagdo para formagio — Bloco 3: 6 minutos

Objetivo do bloco 3: conhecer quais sdo os movimentos dialdgicos mais utilizados; aqui nos
interessa saber a quantidade/frequéncia em que os movimentos ocorrem.

Movimentos dialdgicos: focar a atenc¢do no(a) professor(a)

1. Ampliar: ajudar o aluno a esclarecer suas préprias ideias.

Vocé pode falar mais sobre isso? O que vocé quer dizer com isso?  Pode dar um exemplo?

2. Explicar (por que?): ajudar o aluno a desenvolver/aprofundar suas préprias ideias.

Por que vocé pensa isso? Como vocé chegou a essa conclusdo?  Existe outra alternativa?

3. Repetir: ajudar os alunos a ouvirem uns aos outros atentamente.

Quem pode repetir o que o ele(a) disse?

4, Coordenar: ajudar os alunos a pensarem uns com os outros.

Vocé concorda? Quem pode explicar o que ele(a) disse? O que vocé acha da ideia dele(a)?

# 112|3|4|5|6|7|8]|9]10|11|12|13|14|15|16 |17 |18 |19 | 20|21 ]22]23]247] 25
1. Ampliar
2.Explicar | /| |/ |/ |/ |/
3. Repetir || ~
4. Coorden

Figura 5: Observational protocol filled in by a participating teacher.

Methodologically, the lack of materiality caused by the absence of classroom data
paralyzed the activity. In fact, classroom dialogue is very ephemeral in order to be
reconstructed by memory. Moreover, fine-grained analysis needs material data to be
deepened. This materiality was obtained to some extent from the observational protocol,
which allowed one to capture and register the discursive interaction and reflect later on
collectively together with a peer. “Materiality enables and constrains the constitutive-ity of
discourse, and that over time discourse shapes material conditions, settings, and embodied
human order.” (Foot & Groleau, 2011). As the observations occurred at the very end of the

academic year, we had not had the opportunity to bring the reflection to the large group.
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Conclusion

From a CHAT perspective, it might be said that the new activity (rules, instruments
and division of labor), proposed at the beginning of the intervention and conceived by the
researchers, was not fully established. One reason is that new rules and division of labor were
under-explored by the researchers. Researchers assumed the absoluteness of the instrumental
nature of the video recording instead of creating real conditions for this tool to emerge as a
solution for the problem of analyzing real classroom practices. As a result, there was a
disconnection of actions between researchers and teachers and the new activity did not move
on.

Moreover, the dialectic relationship between the new rules for the programme and the
division of labour did not directly lead to a new mode of participation. Even with the
openness of the programme, rules and tools, the participating teachers did not act with
autonomy and creativity. In fact, it is well known that culture is hard to change; taking almost
the entire programme to find a way to have a co-inquiry based on classroom data. To some
extent, we might say that such a mode of participation was not readily available in the group.
Surely, it is not a matter of the singular subjects involved in the research, but mainly of the
poor professional conditions offered by the system that does not value teachers’ development.

Given the pervasive nature of top-down structures, the vacuum of power and structure
was contradictory and provided no ground to build on. As a result, the teachers directly
aligned themselves in a traditional vein of TPD and deliberately refused to participate with
their own voices. Such a phenomenon has been identified by Segal and Lefstein (2015) who
found 'exuberant, voiceless participation'.

Overall, the intervention showed that the process of building a school-based
professional learning community in Brazil might be a complex and challenging process.
Complex due to the limited concrete conditions for teachers to act, mainly a reserved time for
professional development; and challenging because of lack of collaborative culture and data-
driven reflection on practice. However, considering that human agency (as any other human
potential) should be collaboratively developed, a participatory TPD always provides spaces

for teachers’ agency.
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DESAFIOS NA FORMACAO CONTINUADA DE PROFESSORES NA
ESCOLA: A CONSTRUCAO DE COMUNIDADES DE
APRENDIZAGEM E O REGISTRO DO DIALOGO EM SALA DE AULA

RESUMO: A formagdo de professores tem uma longa tradi¢do de modelos prescritivos
baseados em curriculos e centrados em habilidades que transmitem conceituagdes simplistas
de aprendizagem de professores. Apenas mais recentemente essa tendéncia mudou no sentido
de promover a agéncia dos professores em relacio ao seu proprio desenvolvimento
profissional. Neste trabalho, refletimos sobre os desafios enfrentados na constru¢cdo de uma
comunidade de aprendizagem de professores sediada na escola durante e apds a pandemia. A
intervengdo foi direcionada para promover o didlogo em sala de aula e deveria ter empregado
o uso de gravagdes de video para capturar e analisar a pratica dos professores. O principal
ponto aqui abordado foi a rejeicdo tacita dos professores a gravacdo do video e a construgao
de uma nova ferramenta de pesquisa e formacao: a observacao de pares. No geral, apesar da
lideranca da escola estar disposta e comprometida com o programa, a implementacao revelou
como o sistema de ensino ndo valoriza ou cria condigdes para a formagdo de professores.
Além disso, identificou-se que a cultura cordial entre professores e pesquisadores nao
desenvolveu um espaco para a reflexdo critica sobre a pratica.

PALAVRAS-CHAVE: Didlogo em sala de aula, Formacdo de professores, Observacao de
pares, Agéncia.
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