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“Reflective Teaching shows that experience alone is insufficient for professional growth, but that
experience coupled with reflection can be a powerful impetus for teacher development.”
(Richards, 1990)

1. Our Destination

In this chapter, we will discuss and challenge the practice of reflection in teacher professional
development. More specifically, we will look into Reflective Practice (Walsh & Mann, 2015) in
different local educational contexts in the city of Buenos Aires.

Richards (1990) states that experience coupled with reflection can be a powerful engine for
professional development. So do many educators and teacher educators who carry the torch of
reflection. Yet, reflection plays different roles in the lives of different teachers: some approach it as
an object of study, some elude it, some base their actions on it and some do not. We wondered why
this was so. We pondered whether reflection was a new trend imposed on novice teachers willy-nilly.

We saw a gap between reflection seen as the ‘sole method of escape from the purely impulsive
or purely routine action’ (Dewey, 1910, p. 14), present in reflective teaching which aims to improve
students’ outcomes, and reflection which is biased, unvalued, forced, done out of duty or with no
clear purpose in an already hectic teaching scenario, which may even disregard students’ learning.

This raised a deep question:

How can we engage in reflection in such a way that teachers are agents of their own knowledge
and, at the same time, become active and respected members of the knowledge society?

With this question in mind, we set out to explore the implementation of Reflective Practice (RP)
in different local educational contexts. We chose RP because it is data-led, dialogic and evidence-
based practice which fosters systematic reflection (Walsh & Mann, 2015). We wanted to find out
what RP would be like in diverse contexts and what it had in store for teachers and learners.

2.Major Challenges on the Way

We carried out this exploratory study in the city of Buenos Aires, Argentina, from September 2016 to
April 2017. We did not find the journey very smooth. What contributed with diversity to this study
backfired when it came to having consensus and getting things done. Figure 1 shows only seven out
of twelve members attending a team meeting.
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Figure 1. RP Team’s meeting at I.E.S. Lenguas Vivas Juan Ramón Fernández

One of the first potholes on the road was understanding Reflective Practice thoroughly (Walsh &
Mann, 2015). At the start, it seemed to offer a practical way of carrying out teacher reflection – an
attractive alternative to unreflected teaching or to written, imposed, solo or insufficiently data-led
reflection, which may fail to see the teacher as an agent of knowledge or as an active member of the
knowledge society.

Reflective Practice (RP) is data-led, collaborative, evidence-based and dialogic in nature.
Teachers count on a more experienced teacher to reflect on their practice. Teachers are the main
characters in the story of their reflections and coaches are their guides. Teachers initiate their
reflection by presenting data they have gathered. The conversation between teachers and coaches
allows meanings to be co-built and new understandings to emerge (Mann & Walsh, 2017). Figure 2
below illustrates one of such meetings.

Figure 2. Reflective Practice in action
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Eager to see how it would work in our contexts, we read what it was like for other researchers.
Mann and Walsh (2017, p. 250) cite Farrell (2016), who surveyed over 116 published studies and
whose findings suggest that teachers profited from reflection on their practice. They increased both
their awareness and their motivation and they challenged their practices. This benefit is also
manifest in a few studies in Latin America. Gomez Nocetti (2008) has used reflective practice as a
strategy for self-evaluation in in-service teaching; Beas Franco et. al. (2004) have researched the
connection between reflective practice and teachers’ cognitive change. These findings, together with
the ideas present in Schön’s work (1983)—about reflecting in and on their practice and on reflection
proper— are somewhat related to teachers being the agents of their knowledge and active
generators of local pedagogies. Yet, we would have driven with more ease if we had found studies
which were more directly related to our destination.

Another challenge we met on the way was the implementation of RP proper, which proved to
be far more complex than we had originally thought. For example, at first some members of the
team engaged in reflection with no data from the lesson, others did not meet to reflect but
exchanged data and evidence, others did not budget time to read pertinent literature. It was only
after we contrasted initial data that we realised how much we had taken for granted. As we moved
forward and challenged one another, we improved our common understandings, striving not to shut
out diversity.

Another issue we faced was choosing the participants for this study and ensuring they remained
committed until publication. The nature of the study required willing participation, so we selected
teachers who showed an interest in better understanding their impact as teachers (Hattie, 2012). We
also invited more experienced teachers with some research knowledge to coach teachers using RP.

Including a variety of teaching situations and teachers’ profiles was another issue we had. The
team of participants was made up of twelve teachers (see chart below). Two left soon after we
started and twelve remained until the end. Participants’ teaching experience was wide-ranging:
There were: one Secondary State School experienced teacher with no research experience; three less
experienced teachers who worked at a State Primary School with no research experience; five less
experienced teachers who taught at Private Primary Schools with no research experience; and five
teacher educators with some experience in research, two of whom were not from the ELT field.

This heterogeneity brought with it issues of the variety of roles which each participant had
outside this study, their previous expertise with RP and their knowledge of research. Some were
student-teachers who had never heard of RP, others former student-teachers who had previously
worked on RP, others were colleagues with and without research experience. Others had not even
met before. Adding to this diversity was the issue of the extent to which our research knowledge
lived up to what this study required.

We also faced the issue of what participants focused on. Teachers who were involved in this
study chose the focus of their own studies and collected data from their lessons for each reflection
meeting. Simultaneously, teachers and coaches gathered data on the process of RP proper to
contribute to the overall focus of this study. Thus, there were two levels of participation: one was the
whole team of twelve teachers engaged in the focus of the present study, namely Reflective Practice
in our local context, and another level was each pair of teachers, a teacher with no research-
experience and a research-experienced coach focusing on a topic other than RP chosen by the
teacher.

Table 1, which includes pseudonyms, summarises the various foci and gives details of the
different contexts. In turn, Figure 3 attempts to show the group dynamics.
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Table 1. Participants in the study and their foci.

Group Coach Teacher Type of School
(School Year) Pair Focus

PAIR 1 Marcela Linda State Primary
(Year 1) Children’s speaking development

PAIR 2 Marcela Lola State Primary
(Year 1)

Teacher’s role at children’s speaking
skills development

PAIR 3 Marcela Gabriela State Primary
(Year 7)

How beneficial is the use of students’
language of instruction?

PAIR 4 Marcela Carolina Private
Kindergarten

How does the teacher’s use of English
help 3-year-old-students develop their
language skills?

PAIR 5 Marcela Cecilia Private Primary
(Year 2)

The use of Spanish in the ESL
classroom: When? How? What for?

PAIR 6 Lorena Flavia Private Primary
(Year 2)

How is literacy fostered in a small
group of Year 2 students?

PAIR 7 Lucila Romina Private Primary
(Year 4)

How is writing taught without limiting
students’ creative skills?

PAIR 8 Nadia Vanina State Secondary
(Year 10)

Contrasting students’ and teacher’s
perspectives on a learning experience.

RP
TEAM All of the above College of

Education
Reflective Practice in our local
contexts.

Figure. 3 Group dynamics: pairs and the whole team. Outer icons show individual foci and
the common focus of the study is shown in the inner circle.
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3. HowWe Travelled and Who with

The study’s focus required a qualitative, interpretative and exploratory approach. The method of
gathering data chosen was ad hoc and its analysis was inductive. Jones and Jones (2013) cite Lincoln
and Guba to argue that inductive analysis is “an attempt to understand by creating comprehensive,
logical theories and classifications from a body of evidence” (p. 77).

The sampling strategy was small, purposive and with limited scope. Teachers were chosen
because they had expressed an interest in the focus of the study. The data we gathered were
recordings of RP meetings, notes researchers took and interviews with participant researchers. This
triangulation gave us different points of view in our striving for valid and reliable evidence. To check
the bias which interviews are susceptible to, we paid special attention to the wording of the
questions we asked and gave interviewees the opportunity to speak freely at the start and at the end
of the interview. (See Appendix 1 for the set of questions and Appendix 2 for a sample interview).

We analysed the data as a team and in three stages (Table 2). At every stage, different
categories emerged inductively and we organised them accordingly, giving room to the unexpected.
We went about it in the following way: we listened to our recorded notes, selected relevant
segments in connection to the focus of the study, typed out these pieces and with the focus of this
study in mind categorised them (Dey, 1993, pp. 53-54).

The table below shows the development of data analysis. This came about by going back to the
data again and again, each time with a different, more insightful look.

Table 2. Stages in data analysis

Team Analysis Stage Categories which emerged

Stage 1 What is RP / How it is done / Other

Stage 2 What is RP like/ What it is for/ Why is RP used / How it is done / Other

Stage 3 Experience / Action / Unexpected

At later meetings, we discussed the findings, related them to the focus of the study, drew the
team’s conclusions and reflected on the influence which this study had had on us as teachers and as
teacher-researchers. We did not seek to generalise from our findings due to the limited scope of this
study, its purpose and the nature of its topic.

The threats to this study were the different interpretations of RP which we had, the different
roles which we had outside the study, the various degrees of research knowledge, the different levels
of commitment and availability we had and our bias when it came to gathering, analysing and
interpreting data. Therefore, we triangulated data in every possible way: comparing and contrasting
different sources, different documents, different methods for collecting information, going over the
data at different points in time and also comparing and contrasting findings from different contexts.

Throughout the study, we took ethical principles into account. There was no coercive
participation, withholding of information of the true nature of the study or invasion of privacy
(Robson, 1993, p. 33). We informed everybody concerned of the intention of the study and we
respected students’ interests and feelings at all times, even when it meant rescheduling or changing
plans. Our challenge was to be able to develop professionally contributing to the ethos of the schools
and without interfering with students’ learning.
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4. Notes from the Journey Log

We chose different contexts to implement RP to be able to contrast the experiences among
themselves and with the ones reported in the literature. So, our journey started with variety: some
were private schools, some state, some were primary, some secondary, some research pairs met
every day, others once a fortnight, some communicated through Skype and others in person. This
diversity led us to a bumpy start. The methodology and data gathering methods we selected took
into account the exploratory character of the study and our personal assumptions. We believe the
social world is best explored in terms of meanings and actions rather than cause and effects;
therefore, we welcomed descriptions, regarded them inductively and did justice to the data by
recording them in an ad hoc way. Not what most travellers were expecting and not what gave them a
sense of confidence.

We overcame this initial uncertainty only when we acknowledged the exploratory nature of our
study and changed our perception. Allwright (2003) encourages practitioners to focus on puzzles or
points of interest in their reflections for the sake of understanding better. We embraced this notion
of puzzle both in the small teams and in the larger team, as the following extracts illustrate.

“When you have this thing that you want to find out or this thing that puzzles you and that you
want to know more about you are teaching but you are also focusing on something else you are
learning so it allows you to have another connection with your group and not ‘I am there
because I want to teach you’ only but ‘I am there because I also want to learn.” (Extract 1,
Laura’s final interview)

Figure 4. Vanina’s notes. Translation: “...A few lessons after we started and once I diagnosed the
situation, I was overcome by a sense of puzzle, of uncertainty, would I be able to bridge that gap
or at least narrow it?” (Extract 2)

“….Is this the kind of reflection which will help them develop as teachers? [...] ‘Is silence
helpful?’ [...] ‘What would have happened if I had not described what had happened? If I had
not shared my own experience as a novice teacher? [...] I can see how much they say as a result
of my interventions. I really can’t tell whether reflection needs modelling or inspiration or
what.” (Extract 3, Marcela’s notes showing puzzle)

Another source of uncertainty in our research journey came when teachers had to collect data
from their lessons and decide which piece to select to start off their reflection. Once this was
overcome (See Extracts 4 and 5 below), it proved to be as empowering as Walsh and Mann (2015)
describe it. In their words “when there is ownership of the data, a change is more likely in teaching
behaviour” (Mann &Walsh 2017, p. 34).
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Figure 5. Teacher-collected-and-selected data to start off reflection from Linda and Lola’s data
(Extract 4)

Figure 6. Teacher-collected-and-selected sample of students’ writing to start off reflection from
Flavia’s data (Extract 5)

A very significant part of the journey, if not the highlight, was undergoing the experience of
teacher-coach reflection started off by teachers themselves equipped with relevant data they had
collected from their lessons. More often than not, reflections were heated and gave way to deep
insights and plans for change, so recording the sessions with mobile phones proved to be effective
and non-intrusive. The big challenge, though, was to keep a record of the main ideas present in these
daily reflections. One of the participants, for example, chose to use a shared Google Drive document
with a table. As the project developed, she felt the table was not doing justice to the pithy
conversations. She felt the need to change the method of recording but did not do so. In her final
interview she said, “What I wrote lacked the context...I think I should have changed the method…but
I was in the middle and I just carried on” (Extract 6, Linda’s final interview).

Sometimes there was review before reflection as the extract below shows:

“They said ‘knees azules’, I said ‘blue knees’ and so they said ‘yes blue knees’... I used markers to
help them decide on the colours.” (Extract 7, Linda’s reflection)

“He started talking using short sentences...Then he wrote it down as they sounded ‘gou tu de’ so
I said ‘Do you write the words as they sound or in another way’. He erased them right away and
wrote them correctly.” (Extract 8, Flavia’s reflection)
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At other times we shared reactions, expectations, descriptions and conceptualisations as the
extract below (Extract 9) shows:

Marcela: They created something. I think your enthusiasm may come from there...you have
achieved something with them, which you would not have created on your own.

Laura: That’s right. They have created it. Now they are creating, participating. They are involved.
Also, we could not know beforehand what they might want to include.

Sometimes conversations became personal (Extract 10):

Marcela: Exactly, you see I also changed that assumption…from having experienced it myself, if
they had told me I wouldn't have believed it.

Lola: Yes, same here, I thought I needed everything neatly and properly organised, and now I
don't think that anymore.

Very often we started planning the following lesson. This mixture of planning and reflection
created a puzzle, as Marcela’s journey entry reads: ‘Which is the boundary between reflecting and
planning?’

And as this excerpt from a conversation shows:

“This is what happened this week….much more than before...we spent time reflecting...that led
us to…we-could-do-this-or-that so we found ourselves planning.” (Extract 11, Linda’s reflections)

We recorded moments of awareness and insights in different ways, the most popular one being
a shared document on Google Drive with various layouts, as Figure 7 shows.

Figure 7. Insights recorded in a shared document on Google Drive

As we mentioned before, different pairs of teacher-coach engaged in RP in different ways: some
in person, some by Skype, some at cosy homes or tea houses, others standing in school halls. Even
the pairs who met in person also communicated virtually and shared data on the internet. So, it is
hard to imagine this study without the present development of technology. As Flavia said, “It might
have been better to meet personally, but technology helped to overcome those obstacles”.
Interestingly, Mann and Walsh (2017) claim that “Technology has already become an integral part of
reflective practice” (p. 253). Yet, they wonder whether it may prevent reflection in certain contexts.
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One of the expected features which RP had, as mentioned by several teachers in their final
interviews, was the role which pertinent bibliography played in the process of reflection. From the
start we knew that evidenced-based research (Walsh & Mann, 2015) stood out from research which
is not grounded in evidence. Indeed, teachers who participated in this study said the following:

“The suggested bibliography was what I was looking for…I selected what I wanted to read and it
helped me somehow to improve my teaching practice.” (Extract 12, Flavia’s final interview)

“Having reading material was excellent… it triggered thoughts… it was focused reading. I
wouldn’t have done what I did if it hadn’t been for what I read.” (Extract 13, Romina’s ’s final
interview)

“It was good to read what I really needed not just read for the sake of reading.” (Extract 14,
Cecilia’s final interview)

The key role which coaches as interlocutors played was a characteristic which both Mann and
Walsh (2015; 2017) and the data gathered in this study revealed. Flavia said, ‘I found that the
confidence and the positive bond with the outsider helped me to have an honest and fluid interaction
and discussion. I didn’t feel judged and observed. I could share my thoughts and ideas without feeling
under pressure.’

On the topic of interaction and the bond that exists between teachers and coaches during
reflection, Mann and Walsh (2017) quote a supervisor called Olcay Sert, who said “What is better
than looking in the mirror is helping someone else look in the mirror by holding the mirror, and
receiving the same favour from that person simultaneously, face to face, in interaction, in action” (p.
257). This metaphor contributed to our understanding of the potential which RP had in store.

Having had a worthwhile journey with RP and having gathered pertinent data, it came as a big
surprise when very few research participants made themselves available to analyse, make sense of
what the data had to tell us and write for publication. Perhaps the greatest irony was that we had set
off by wondering how teachers could become owners of their knowledge and be active members of
the greater academic world. It would have been expected for every member of the team to have
started by working towards putting the present project in black and white. As the discussion goes in
the art field, which is the final destination in the journey of research? Is it the implementation, the
findings, or its publication?

5. Snapshots from the Research Journey

We implemented RP in our contexts to find answers to our question: How can we engage in
reflection in such a way that teachers are agents of their own knowledge and, at the same time,
become active and respected members of the knowledge society?

In our last data analysis, two main categories emerged: one which described the experience of
RP, which gave us hints as to whether teachers felt they were agents of their own knowledge or not;
and another which made reference to the action which either preceded or followed RP.

We associated the above two categories with the first and last stages of the experiential learning
cycle (Kolb, 1984): experience, reflection, conceptualisation and action. We bore in mind that learned
action is always originated in reflected and conceptualised experience.

As a matter of fact, one of the main findings in this study was that engaging in RP always entails
some prior or upcoming action. As the data show, it is neither possible nor desirable to reflect in a
vacuum, dissociated from action as we had thought possible at the start of this study. This awareness
goes hand in hand with the need of an exploratory stage before Action Research, which is proposed
by Exploratory Action Research (Rebolledo et al, 2016; Smith, 2015).

Another unexpected finding was, as it will be described further on, the somewhat devalued view
that most participants had of themselves as researchers and the lack of drive to become public, after
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having gone through a research experience which put teachers centre-stage and held collaborative
research at the core.

Most data collected addressed the experience of RP proper: what it was like, what made it
possible, what it was like for each participant. Teachers acknowledged their leading role in RP by
becoming aware that it was they who chose their research focus and it was they who decided which
data to gather and share. Gabriela, Linda and Lola expressed their gratefulness for having a clear
purpose and being able to look at what they were interested in. Getting in contact with a self-
generated cognitive conflict acted as the engine for research and motivated individuals to stay in the
project. This was not the case of one of the members, an experienced researcher, who failed to see
how she could contribute to the project and decided to drop out.

Participants spotted the skills present in RP as: being attentive, thinking, asking questions,
making comments, describing contexts and showing interest. Flavia appreciated her interlocutor’s
questions. She said, ‘It was enriching to find different perspectives on a situation.’ Kline (2009), aware
that the quality of what we do depends on the quality of the thinking we do first, places the ability to
generate people’s independent thinking at the top of the required expertise in teachers. She found
that most of it depends on the quality of attention present during reflection and in how we feel at
the moment of thinking.

This points out, as our data show, the key role that interlocutors play in RP and how crucial it is
to build a relationship of trust, genuineness and professionalism between teacher and coach,
coupled with a spirit of non-judgement and respect (Rogers, 1961). Flavia said, “... I felt comfortable
when having to open up”. Gabriela agreed saying, “I could speak my mind without being judged...it
was ok to disagree. We didn’t have to please anyone”.

As it happened, engaging in dialogic, collaborative reflection involved putting ideas into words
and sharing feelings and thoughts willingly. An experience which differs from feeling alone and
having thoughts in our head or being forced to engage in reflection. As Mann and Walsh (2017) put it
“understandings emerge(d) through dialogue” (p. 31), Kline (2009) argues that “listening to reply is
different from listening to ignite” (p. 37). Gabriela acknowledged that “...collaboration is thinking
together, building on what somebody says”. She went on to describe how concepts emerged; yet,
although she calls those personally-construed ideas theory, it is unclear whether she holds them in
the same regard as theory between covers. In her words, “...you were talking based on your own
perspective, your experience, your practice, what you have seen…, and it’s not things that come as
theory but they are”.

Another finding showed that the attitude coaches had was easily perceived by the teachers.
They described coaches as professionals who were interested in what teachers had to say and who
wanted to learn as well. In fact, Flavia and Vanina said, “I value the role of my interlocutor”. Flavia
went on to say that “this experience gave me the possibility to question certain aspects of my
practice that I couldn’t see on my own”. In contrast, Cecilia, who had lost her coach but remained in
the study said, “...as I saw that nobody was adding comments, I started doing it all in my head”.
Vygotsky (1978) stated the fundamental role of social interaction in the development of cognition
and Bruner (1976) added the importance of scaffolding such process to promote learning. Mann and
Walsh (2015) see “...the value of dialogue in promoting closer understandings” (p. 357).

Probably the most distinguishing feature in our reflective sessions was, as we have already
mentioned, the fact that teachers recorded and selected data from their lessons to initiate
discussions. That proved to be as empowering as it was expected. Linda said, “We were inspired by
the data we gathered from our practice and from our ideas…”. Lola added, “Opinions came from
what we saw in the classroom, from actual data. First fact, then opinion”. Walsh and Mann (2015)
expressed their concern about “the lack of data featuring spoken reflective processes” (p. 351). They
go on to say, in keeping with our findings, that “data are central to reflection” (p. 354).

The setting where reflection was carried out played a relevant role: standing was not as useful
as sitting face to face. Gabriela said, “The setting was a bit of a drawback: standing, children yelling, I
got physically tired”. Scheduled reflection moments proved to be more effective than non-scheduled
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and on-the-go ones. In fact, Gabriela said, “I would have agreed to meet regularly the way we did it
towards the end of our experience”. She even remarked that the ideas mentioned in scheduled
meetings had been more memorable than the ones in non-scheduled informal ones.

Another main finding, which coincides with what Mann and Walsh (2015) promote, was that
reflection which is not only data-based but also evidence-based triggered deeper thoughts and
understandings. Linda acknowledged the role that reading played when she said, “We were inspired
by different authors…”. Flavia went on to say, “I like the fact that the suggested bibliography was
what I was looking for...the focus was so clear to my situation that it went right to the point”.
Hargreaves (1996; 1997), Hammersley (1997), Davies (1999), and Brusling (2005) also highlight the
importance of evidence-based practice.

We found out that participants acknowledged reflection as a skill which is learnt and taught, as
Dewey (1910) points out when he distinguishes between thinking and reflecting. On this topic
Romina said, “Reflection is not something that you teach by saying or explaining but by acting, by
doing, by showing with the example”. Surprisingly, reflection had not been thoroughly developed in
previous educational contexts. Linda stated, “I had not been encouraged to reflect before this
experience”. Alliaud (2017) points out that this dialogue between the novice and the more
experienced partner creates the conditions for doing and showing, for accompanying and
experimenting.

In this RP experience, teachers mentioned that they felt they and their coaches were part of the
same learning team. In Lola’s words, “I saw you (Fellow Researcher) as one of the group: genuinely
interested in what went on, in our opinions…we were all learning and your motivation to learn
motivated me to do things”. Teachers figured that the drive beneath the engagement was a genuine
willingness to learn. Indeed, Cecilia said, “RP is a way of continuing learning and making progress”.
Vanina stated that “it is a fundamental tool for continuous professional development’ to which Flavia
added ‘Reflection was a need to find a way out”.

To sum up, the teachers who engaged in RP did see themselves as agents of their own
knowledge. The big question was what they were prepared to do with their learning. Did they act in
their classrooms only or did they share that knowledge with the broader educational setting as well?

As we anticipated at the start of this section, we found out that reflection was connected with
action – past, present and future. As described by Wallace (1991) in the process of reflection in
teacher education, reflection followed action and preceded planning. We found that moments of
reflection were helpful to further understand the past, to be more present in the present, while
teaching, and to plan actions for the future.

In reference to how action was always present, Vanina said, “We can use what we learn after
reflecting...to make informed decisions that can help us improve our practice”. Linda said, “You can
still make changes on the spur of the moment because we are really present”. On this topic Linda
stated, “As we were having the session I kept thinking about what I wanted to do the next lesson”.

Some important actions prompted by RP were the fact that teachers were able to identify their
feelings, manage them, motivate themselves and find authenticity. Becoming aware of one’s feelings
and managing them have been identified by Rogers (1994) and Goldman (1995) as essential features
in developing empathy, social skills and in learning. On this topic Lola said, “What we did was going
over our feelings...how do you feel about it, why do you think you did what you did”. Romina
expressed her feelings saying, “I feared I would not live up to expectations...then felt empowered”.

On the topic of self-motivation and authenticity (Pinner, 2016), teachers said they were more
present in their classrooms and more interested in listening to their students. They attributed this
change in attitude to having been able to choose their own focus of interest. It was “the possibility of
choosing the focus, something which you are genuinely interested in.”, said Carolina and Flavia. Lola
added, “Our lessons went beyond teaching EFL, which I believe to be the main focus if we aspire to
be true educators”.

Another major finding of RP was the role it played in helping participants to develop conviction,
which as data below show, will result in improved actions in class but not in having presence in the
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broader educational scenario. Romina said, “…you stop living and acting in a certain way because
somebody told you, but you do so because you believe in it and because you know why you’re doing
it”. Vanina acknowledged that “...it [RP] presented me with the challenge of questioning my teaching
principles and beliefs’ and went on to say that ‘You change as a human being once you start
reflecting”.

A paradoxical final finding was that in spite of what the data show, which point in the direction
of teacher autonomy and self-generated growth, and after having explored their own practice,
participants in this study failed to see themselves as researchers capable of generating
contextualised non-generalisable theory worth sharing with other colleagues. Some members
mentioned this informally and some, like Gabriela, said it in so many words, “I still have no idea how
to go over data” and “I thought it would be something more scientific, step 1 do this, step 2 do
that….”. This perception coincides with Banegas’ (2018) findings that teachers felt marginal to
research, which they conceptualised through conventional notions rather than current ones.

We can only speculate that prior knowledge, assumptions on learning and disposition,
prevented assimilation and continued with the underlying belief that the brain is “a blank sheet onto
which things are written, rather than a rugged surface onto which some things fit well and others do
not [our translation]” (Sigman, 2015, p. 256). All this may explain why very few participants felt the
need to share this valuable experience with other colleagues, in spite of it being in our nature since
we are very young.

Moreover, we can interpret that professional development is still thought of as something
individual, with little or no impact on others, other than our students. In teacher education,
knowledge is thought to come from others, often perceived as being above us. Seldom are our
personal reflections or interaction with peers valued. A true paradox in the 21st century after so
much theory on the benefits of constructivism (Abbott, 2010). And an eye-opener which needs to
place research as the seed of knowledge.

As a matter of fact, a lot has been done towards empowering teachers to share and publish
research done by teachers for teachers, in “curated multi-media spaces, for instance, seen as a valid
form of teacher-research dissemination” (Rebolledo, 2016, p.119; Smith, 2015). That said, we do not
believe we have done our very best to carry this torch forward. We may still fail to embody the latest
pioneering ways to democratise research (Smith, 2015).

Teachers who engage in RP generate contextualised knowledge which could well be shared with
others through different means. Those teachers will also be able to make their voices heard by
adjusting it to make it beneficial to students in their own contexts. Thus, local, contextualised
pedagogies will be developed and teachers will become active members of the knowledge society.

6. Reflections on the Journey and Future Destinations

This piece of research began with the motivation to engage in RP to find an answer to the question of
how teachers could engage in reflection in such a way that they could be agents of their own
knowledge and active members of the knowledge society. We were driven by the belief that ‘the
greatest gift we can offer each other is the framework in which to think for ourselves’ (Kline, 2009,
cover).

The findings showed that RP does offer a valuable tool for teachers to be agents of their own
knowledge, by helping them to decide what they want to reflect on and how, expand their data-
collection ability, increase awareness, make their voices heard and come up with their own ideas to
plan ahead. This happens when RP is viewed systemically, i.e. in association with the action it
stimulates. Thus the need to see reflection in a broader picture, taking into account the actions which
are prompted and the impact that these informed actions have on students’ outcome. Teachers were
found to have developed convictions of how their actions affected students’ learning –a powerful
determinant of educational improvement (Timperley, 2008; Hattie, 2012).

Probably, one of the most hopeful developments from this study is a teacher mentioning that
refined reflective skills will feature prominently in her future teachings, a sign of being an agent of
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her own knowledge, far from being a passive recipient of knowledge (Dewey, 1910). By the same
token, another teacher decided to start a master’s degree because she saw research as the door to
her own professional development. That said, there is no evidence in our data which shows that any
of the teachers who participated in this study views herself as a proper researcher and an active
member of the knowledge society. We speculate with the idea that doing research is still associated
with personal professional improvement and not with contributing to the development of
pedagogies.

To conclude, implementing RP in our local contexts, resulted in valued teacher outcomes, such
as developing reflective skills, developing a sense of purpose and deepening understandings of what
went on in our classrooms. This shows a teacher as an agent of their own learning. Yet, success needs
to be defined not in terms of teacher mastery of new strategies but in terms of the impact that
changed practice has on valued outcomes for students (Timperley, 2008). It also needs to be defined
in terms of revalued teachers who have the drive and the opportunities to share their
collaboratively-generated knowledge. These last aspects of teaching require further research and a
prominent place in the educational agenda.

It is our hope that this narrative encourages teachers and teacher educators to share their ideas
and that it offers a tool to help them to adapt and build upon the findings in their own contexts by
engaging in further research.

Notes
1. This study was carried out by the following teachers and teacher educators: Leonor Corradi, María
Laura García, Camila Goldin, Gisela Ippólito, Rosario Le Pera, Florencia Sainz Polo, Nelly Soneyra,
Mercedes Pérez Berbain, Valeria Plou, Lucía Scaramuccia, Camila Viña and Lucía Viviani under the
guidance of Dr. Darío Banegas.
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Appendix 1

Semi-structured final interview

1. What would you like to tell us about this experience, considering the focus of our research.
2. Mention aspects which characterised this experience of Reflective Practice. Which
drawbacks did you find?

I feared ______________________________________________________
I’d definitively ___________________________________________________
I’d definitively not ________________________________________________
I realised ______________________________________________________
I still __________________________________________________________
I felt __________________________________________________________
I’d like ________________________________________________________
It might have been better _________________________________________

3. What would you tell a teacher who has not been through this experience?

Appendix 2

Extract from part of a final interview


